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CHAPTER I 
THE PURPOSE AND PROCEDURE OF THIS STUDY 
Introduction 
American history has long held a well-established place 
in the curriculum of the senior high schools of the United 
States. In many schools every pupil 1s required to talce 
American history in order to be eligible to graduate from 
high school. If American history is not included as a
specific subject offered in the curriculum of a senior high 
school, then one may expect to find it incorporated into 
some other part of the curriculum, perhaps into a general 
social studies course. 
In most of the senior high schools of the United States, 
both public and private, one finds that the textbook plays a 
very important role in the study of American history. In 
fact, the textbook is generally considered to be the most 
important aid the teacher has in the teaching of this subject. 
While the textbook may be falling into disfavor in some 
schools as an instrument for the teaching of American history 
and of the social studies in general, such schools are the 
exception rather than the rule. From present indications, 
it appears that in most schools the textbook will continue 
to be _a most important factor in the teaching of American 
history for many years to come. 
2 
The number of American history textbooks published and 
put on the market is large. Therefore, textbooks can be 
found which will serve well in almost any teaching situation. 
However, every available American history textbook does not 
necessarily meet the particular needs of a given school. The 
differences between two American history textbooks may be 
considerable. It seems evident, then, that the problem of 
making a wise selection of textbooks is not an easy one. In 
order to obtain the best results, the methods of selecting 
the textbooks to be used in the senior high school classroom 
should be such that those best fitted for the particular 
classroom for which they are chosen will be selected. This 
calls for the utilization of the best possible means of 
analyzing and evaluating the textbooks from which a selection 
will be made, with the final choice based to a large extent 
on objective, scientific procedures. 
The Purpose of This Study 
It was the purpose of this study (1) to determine what 
criteria should be set up for analyzing, evaluating, and 
selecting American history textbooks for use in the senior 
high school classroom; (2) to devise a score card employing 
these criteria; (3) to apply the score card to earlier and 
more recent .American history textbooks as a basis for 
3 
anaiyzing ,and evaluating them; and (4) to note recent devel­
opments and improvements in American history textbooks. 
Twelve American history textbooks were analyzed and 
evaluated in accordance with the criteria set up for this 
purpose, and the score card was utilized in this connection. 
In this way the suitability and practicability of the score 
card were tested, and the relative merits of the textbooks, 
based on one person's use of the score card, were determined 
in the light of the criteria established for the analysis, 
evaluation, and selection of an American history textbook for 
classroom use in the senior high school. In making the final 
selection of a textbook for basic use, several persons should 
use the score card and their ratings should all be considered. 
Some of the American history textbooks examined were 
textbooks published from 1932 through 1935. They were chosen 
for the purpose of comparing them with textbooks published :in 
more recent years in order to discover whether the later 
American history textbooks had been improved in line with 
recent trends in American education and with the criteria 
decided upon as significant for the analysis, evaluation, and 
selection of American history textbooks for use in senior 
high school classrooms. 
4 
The Procedure of This Study 
Much has been written about the place of-the textbook 
in American education, about current practices in the selec­
tion of textbooks, and about the needs for improved methods 
of selecting them. Some research work has been done concern­
ing the analysis, evaluation, and selection of American 
history textbooks. A discussion of these matters will follow 
in Chapter II in which related literature in the textbook 
field has been surveyed. The reader will be ref,;8rred in 
Chapter II to some of the outstanding works which are avail­
able in the field of textbook analysis, evaluation, and 
selection. 
In Chapter III of this study, criteria for the selection 
of American history textbooks have been presented, and a score 
card devised on the basis of these criteria for the purpose 
of analyzing, evaluating, and selecting American history 
textbooks for use in senior high school American history 
classes, or in social studies classes which include topics or 
units in the American history field. This score card has 
been numerically weighted in relation to the relative importance 
of the various criteria set up as being important for the 
analysis, evaluation, and selection of American history 
textbooks. 
5 
The analysis and evaluation of a group of twelve American 
history textbooks by means of the score card devised in 
Chapter III follows in Chapter IV. Of these twelve American 
history textbooks, written to be used in senior high school 
classrooms, seven were published or brought up to date from 
1940 through 1942, while the other five were published from 
1932 through 1935. These textbooks were chosen partly on 
the basis of availability. However, a more important con­
sideration was that some widely used textbooks published with­
in the last two years, 1940 to 1942, were desired, along 
with other textbooks published five to ten years earlier. 
This made possible a comparison of the earlier and more recent 
textbooks in American history. 
A summary of the findings of this study and of the con­
clusions drawn therefrom will be found in Chapter V. 
Limitations of This Study 
No attempt has been made in this study to bring under 
consideration various instructional aids accompanying many of 
the American history textbooks which are published. A com­
plete analysis and evaluation of .American history textbooks 
should include a study of the workbooks published to go along 
with the textbooks, of tests devised to be used with the text­
books, and of any other supplementary materials intended for 
use with the textbooks. Since such a study could easily be 
made to constitute a complete thesis in itself, it seemed 
advisable to omit these items from this study. 
6 
CHAPTER II 
SURVEY OF RELATED LITERATURE 
Some research work closely related to the analysis, 
evaluation, and selection of American history textbooks for 
use in the senior high school classroom has already been 
carried out, and some books, periodical literature, and other 
publications contain material concerned with this problem. 
Most of the more important works on textbook use, evaluation, 
and selection have not dealt very specifically, if at all, 
with American history textbooks in particular. However, 
many of these works dealing with textbooks in general are 
very helpful to one studying the analysis, evaluation, and 
selection of American history textbooks. It will be the 
purpose of this chapter to call the attention of the reader 
to the more important of the related literature, and to refer 
to some of the research studies closely related to the prob­
lem of analyzing, evaluating, and selecting American history 
textbooks for use in the senior high school. 
Much has also been written about the place of the text­
book in the teaching of American history, and about the needs 
for improved methods for the selection of textbooks. Since 
there has been doubt raised in some quarters as to the value 
of the textbook in American education, and since the need for 
better methods of selecting textbooks is often not fully ap­
preciated, reference will also be made in this chapter to 
what some of the writers in the field of education who are 
interested in the use and selection of textbooks think about 
these matters. 
The Place of the Textbook in the Teaching 
of American History 
8 
In this country the textbook is generally recognized as 
the most important aid in the teaching of history. We are 
reminded by Edmonson, Roemer, and Bacon1 that "from a very 
early date in the history of American education, the textbook 
played an influential role in our scheme of education." 
Johnson2 points out that in most American schools the text­
book determines both the facts to be taught and the method 
of teaching them. 
3 
Wesley tells us that the textbook has 
probably influenced the whole social studies curriculum and 
the methods of teaching them more than any other single item. 
1 J. B. Edmonson, Joseph Roemer, and Francis L. Bacon, 
The Administration of the Modern Secondary School (New YorK: 
The Macmillan Company, 7:941 ) , p. 388. 
2 Henry Johnson, Teaching of History (New York: The
Macmillan Company, 1940), p. 241. 
3 Edgar Bruce Wesley, Teaching the Social Studies {New 
York: D. c. Heath and Company, 1937), p. 285. 
9 
Some educational leaders believe that the textbook occu­
pies a place of questionable value in American education. 
Nevertheless, the good teacher as well as the poor teacher 
seems to have been influenced by it. In regard to the rela­
tionship of the textbook to teaching, Belding4 has written 
the following: 
The only thing that can in any degree make up for 
poor teaching, where this exists, is a good textbook. 
A high school girl recently remarked that she 
didn't mind studying her lessons at home or in school 
study periods, but she hated to waste so nmch time 
in recitation. Here was a tribute to the importance 
of the textbook. 
Only the most gifted teacher can teach without a 
textbook. Usually such a teacher, if he attempts to 
dispense with textbooks, refers his pupils to several 
books instead of one. 
Regardless of all the criticism that has been directed 
against the use of textbooks, the great majority of teachers 
continue to use them, either alone or with various amounts 
of collateral readings and perhaps other forms of related 
activities. In this connection we are told by Horn5:
Various national committees have criticized the 
textbook and the methods of teaching that accompany 
it, but their reports always end with the ad.mission 
that the textbook is essential under our conditions. 
4 Anson w. Belding, 11Save the School with Books," Kansas 
Teacher, XXXVIII (November, 1936), 14-16. 
5 Ernest Horn, Methods of Instruction in the Social
Studies (New York: Charles Scribners• Sons,1937), p. 208. 
10 
However, an increasing number of school systems are coming to 
regard the textbook as only an introductory manual to be used 
with classroom libraries and other equipment. The truth of 
this statement is indicated in the large and increasing number 
of available courses of study for the social studies. 
Although it is evident that the textbook is not as im­
portant in many social studies classrooms as in former years, 
there is little reason to believe that the textbook will 
cease to be an important factor in the social studies field. 
As Wesley6 points out, "the form, type, size, and scope of 
texts may change, but there is little likelihood of their 
elimination. 11 
As Maxwe117 has brought out, the textbook is an important 
aid in instruction because it is a convenient means of having 
at hand data necessary for teaching. It would be possible, 
and in many cases both ideal and preferable, to have the 
students who are studying a particular topic investigate the 
sources of all materials, but from a practical point of view 
this is ordinarily impossible, especially for the innnature, 
tmdeveloped pupil. One of his chief problems is to under­
stand important information and develop desirable interests 
6 Wesley,�• cit., p. 258. 
7 
c. R. Maxwell, The Selection of Textbooks (Boston:
Houghton Mifflin Company, 1921), p. if:-
11 
and attitudes without too much expenditure of energy. There 
is so much material for him to assimilate if he is to acquire 
an essential and fundamental background in the field of Amer­
ican history that too much time cannot be spent profitably in 
true research. A textbook serves a time-saving purpose since 
it contains the supposedly pertinent material that most needs 
to be studied in order to understand and to appreciate the 
particular phases of experience represented by the textbook. 
Since the textbook provides a definite organization of 
8 
material, it becomes a further aid in instruction. Maxwell 
says that this is especially significant for an inexperienced 
teacher who may need help in organizing material in a logical 
way. The textbook will aid the teacher by furnishing a means 
of selecting pertinent subject matter. The textbook is pro­
duced by persons who have given the various topics and phases 
careful consideration, and who, realizing that a text cannot 
cover the entire field of American history, have chosen the 
particular parts considered by them to be most important. 
Thus, as Edmonson, Roemer, and Bacon
9 
emphasize, the textbook
helps to conserve the time of teachers and pupils by providing 
the materials of instruction in well-organized form, and, in 
8 ill£., p. 5. 
9 Edmonson, Roemer, and Bacon, loc. cit. 
12 
general, it would seem a wasteful practice to attempt to teach 
American history without one or more textbooks. 
10 Maxwell agrees with the hypothesis that an ideal social
situation in any school would mean that the pupils are con­
stantly working on problems that a.rise from their own activ-
·it1es, and that in such a scheme the textbook would have little
place. He feels, h�wever, that the socialization of the
school does not necessarily mean the elimination of the text­
book, but rather the modification of its use.
The textbook continues to present a better basis for 
organization than could be expected from the average American 
history teacher working without a textbook. Authors of Amer­
ican history textbooks usually have a broad point of view and 
most have been students in the field for years. They under­
stand the way the subject has developed, and recognize the 
changes which have taken place in its evolution and its 
place in the general field of knowledge. Maxwe1111 stresses 
that the authors consider carefully what constitutes a desir­
able type of organization and organize their material in 
accordance with their ideals of the purpose and development 
of the subject. Frequently the authors test their organiza­
tion in the classroom, and very frequently ask others to 
10 Ivlaxwell, .2.E.• cit., p. 6. 
11 �., pp. 10- 11. 
13 
cooperate in testing the organization of the subject matter 
·before putting it in final form.
Greater accuracy in instruction and a greater degree of 
uniformity of instruction within the different American his­
tory classes of a school system result from the use of text­
books in teaching these classes, as well as a reasonable 
degree of uniformity in the scope of work in widely separated 
schools. If teachers carry on instruction without textbooks, 
there is likely to develop very marked differences in the 
scope of the subject matter in the American history course, 
12even within the same system. 
It does not follow that all American history textbooks 
are adequately organized and prepared for any and all teachers 
in every teaching situation, or that even one of the better 
textbooks will meet every teacher's needs. The teacher must 
recognize that careful considera�ion must be given to the 
selection of that particular text which will best meet his 
13 
particular teaching needs. Clement states it thus: 
Since textbooks will be used in the majority of 
the private and public schools for many years to 
come, if not permanently, it seems clear that they 
should be examined with the greatest care possible 
before adoption. 
l2 Edmonson, Roemer, and Bacon, EE• cit., pp. 388-89.
13 John Addison Clement, Manual for Analyzing and Select­
ing Textbooks (Champaign, Illinois: The Garrard Press, 1942), 
p. 2.
The Need for Improved Methods of Selecting 
American History Textbooks 
14 
Very little attention was given to the appraisal and 
evaluation of textbooks before 1800, and nothing approaching 
very closely to a scientific basis existed for their selec­
tion. During the nineteenth century, however, authors fre­
quently proclaimed the merits of their textbooks in their 
prefaces, usually basing their claims on content not found in 
other textbooks. More systematic procedures of appraisal and 
selection have been developed since 190o.14
Although considerable attention has been given to the 
development of better and more scientific methods of evaluat­
ing and selecting textbooks in recent years, there is still 
15
nm.ch to be desired. In discussing this matter, Averill 
states: 
The science of textbook selection is still in its 
infancy. While decisions about textbooks have been 
made as long as the books have been marketed, attempts 
at scientific appraisal date from very recent years. 
Little of the experience gained from examining and 
comparing textbooks has been recorded. The actual 
14 J. A. Clement and E. w. Dolch, "Textbooks," Encyclo­
,edia of Educational Research (Walters. Monroe, editor; Nework: The Macmillan Company, 1941), p. 1302. 
15 William A. Averill, "Techniques for Teachers in
Judging Textbooks," ApTlication of Research Findings 12, currentEducational Practices Washington, D. c.: American Educational 
:Research Association, July, 1935), pp. 242-43. 
15 
work has usually been done by busy superintendents 
and teachers in their spare time as an occasional 
or emergency task. Most of the decisions have been 
based on a single feature of the book or a single 
objection to the text rejected. Objective measure-
ment did not enter into the procedure. Indeed, 
there is still today much of the same feeling toward 
the objective measurement of textbooks that there 
was with regard to measuring the results of classroom 
instruction in the days when standard tests were 
first proposed. 
Whipple16 found that the principal cause of difficulties
encountered in the selection of textbooks lay in the lack of 
adequate methods of selecting books. Edmonson17 has said:
One way to prevent the placing of inferior books 
in the hands of pupils is to ,establish more scien­
tific methods of evaluation. Too many books are 
adopted as a result of salesmanship, and too few 
books are selected as a result of critical examination 
of available textbooks in terms of standards that 
have been carefully framed. 
In discussing the need for better methods of selecting 
textbooks for the social studies, Horn18 makes this comment:
The blame for weaknesses in textbooks should not 
be put solely, or even chiefly, at the door of 
publishers and authors; the deficiencies are due in 
large part to the conditions under which books are 
produced and marketed and to a lack of an intelli­
gent and persistent demand on the part of teachers 
and supervisors for content and treatment which, in 
16 Gertrude Whipple, "Procedures Used in Selecting
Schoolbooks," Elementary School Journal., XXXVI (June, 1936), 773. 
17 James B. Edmonson, "Frank Discussion is Needed of
Textbook Problems," Nation's Schools., XI (May, 1933), 61. 
18 Horn,�- ill•, P• 214.
nature, in extent, and in difficulty, are properly 
adjusted to the needs and capacities of students. 
Publishers who make serious attempts to meet these 
needs often encounter considerable sales resistance, 
not merely because of the inescapable increase in 
the cost of books but also because of a lack of 
appreciation of the improvements that have been made. 
Johnson19 supports this point of view and points out that
16 
11 the fundamental q_ues tion which confronts a textbook writer 
is how to make a book that will sell." It seems evident, 
then, that if superior textbooks are demanded, and if defin­
ite standards and measurements for judging and selecting the 
textbooks are set up, the teacher of American history will 
find that authors and publishers will endeavor to produce 
textbooks which best meet their needs. 
Concerning methods for selecting textbooks used in the 
past, Maxwe1120 makes reference to several faulty practices
which are common. Often too much consideration is given to 
the prestige of authors and too little to more important 
factors. Again, it may be the prestige of the r-:.:ublisher 
which is given undue recognition. Large, established pub­
lishing companies sometimes employ this device of emphasizing 
the value of' their prestige as a means of promoting the sale 
19 Johnson, .2£• cit .• , p. 248.
20 c. h. Maxwell, "The Use of Score Cards in Evaluating 
Textbooks," The Textbook in American :b:ducation, 'J.1hirtieth 
Yearbook of the National Society for the Study of Education, 
Part II, 19�1, pp. 146-47. 
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of certain textbooks. A third faulty base for selecting text­
books has been the over-emphasis of general appearance. Also 
there is a danger of placing too much emphasis on how widely 
a certain textbook is being used. If a textbook is enjoying 
wide use, that probably means that the text meets general 
conditions very well, but if a school has specific problems to 
work on, such a textbook may not be most suitable. Then the 
cost of the textbook has been stressed too much in the past. 
Price of the textbook as an argument has been weakened by 
legal restrictions on prices and by the slight differences in 
price which prevail. Most of these factors, such as the 
prestige of the author or publisher, suavity of the salesman, 
general appearance of the book, how widely used, or low cost, 
should be considered as minor elements, and more emphasis 
should be placed on whether the textbook is adaptable to the 
needs of the particular school. 
One finds considerable variation in the procedure used 
by different schools in selecting textbooks. According to 
Whipple21 the common procedures used in the selection of text­
books in city school systems may be classified as follows: 
(1) Selection based on consensus of opinion of all
the staff members concerned with the book, (2) unguided 
21 Gertrude Whipple, "Procedures Used in Selecting
Schoolbooks," :Glementary School Journal, XXXVI (May, 1936), 
666.
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selection by the principal and teachers, (3) guided 
selection by the principal and teachers, (4) selection 
by central book committees, and (5) selection by 
central staff members. 
It seems obvious that whether any of the procedures for se­
lecting a textbook will prove adequate and satisfactory depends 
to a large degree upon whether or not the methods used in the 
selection are such that good results may be expected. 
Bdmonson, Roemer, and Bacon22 stress very strongly the
importance of developing the best possible techniques for 
textbook selection when they state the following: 
In an enterprising industrial concern, special 
attention is given to the careful selection of tools. 
In making a choice, the management has in mind 
three questions: (1) What results are to be 
sought through the use of the tools? (2) What are 
the characteristics of the materials on which the 
tools are to be used? and (3) What are the peculiar 
requirements of the tools in terms of the prepara­
tion, experience, and attitude of the workmen 
employed? So far as possible, the representatives 
of our more efficient industrial concerns demand 
that tools satisfy the requirements suggested in 
these questions. 
School authorities may well ask these same questions 
with regard to the tools to be used by teachers. 
The textbooks, as one of the most important of these 
tools, need to be selected by experts, who will insist 
that they be adapted to the objectives defined for 
the different subjects, to the students who are to 
be taught in terms of these objectives, and to the 
training and special abilities of the teachers who 
are to use the textbook as an important means of 
attaining the desired objectives. 
22 Edmonson, Roemer, and Bacon, .2.E.• £.ll., p. 392. 
It should not be inferred that the necessity of 
efficient teachers is minimized in this account of 
the importance of the selection of textbooks. The 
managers of any industrial concern will testify 
that the best tools in the hands of inefficient 
workmen do not lead to production of commodities 
of the highest quality. On the other hand, the 
best tools are necessary to ensure that competent 
workmen produce commodities of the highest quality 
in the shortest time. Competent teachers with the 
best textbooks offer the most reliable guarantee 
that the highest standards of instruction will be 
attained with the least effort and in the shortest 
time. 
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Since the textbook still maintains a position of high 
importance in the teaching of American history; since many 
teachers of American history are using textbooks not chosen 
as the result of the use of a sound basis of analyzing, 
evaluating, and selecting textbooks; and since the develop­
ment of scientific standards of analyzing, evaluating, and 
selecting textbooks has not developed long enough nor far 
enough to establish tested scientific techniques of proved 
validity, it becomes obvious that there exists a need for 
improving the methods of selecting American history textbooks 
for senior high school classroom use. 
Analysis, h'Valuation, and Selection of Textbooks 
In addition to the references cited above, there are 
many others, several equally good, which add to the literature 
which one finds helpful in studying the problem of analyzing, 
evaluating, and selecting senior high school American history 
20 
textbooks. Included among the more valuable refer ences, 
which are scrutinized in the following pages of this chapter, 
are to be found unpublished Master's theses, books, articles 
in periodicals, and publications by learned organizations. 
A thesis 2!! methods of evaluating and selectiffi textbooks. 
A valuable piece of research work in the field of evaluation 
23 
and selection of textbooks has been done by Long. In this 
study it was found that there existed a need for more scien­
tific methods of textbook evaluation, that teachers needed 
training in textbook selection, that a selecting committee 
should first set up criteria to be used in the selection of 
textbooks in any given subject field, and that score cards 
should be made to conform with criteria set up as a guide in 
textbook selection. Methods used by various state and city 
agencies to evaluate and select textbooks were compared and 
discussed, and samples of criteria used, including score 
cards, were included. 
Theses� analysis and comparison of senior� school 
American history textbooks. Two research studies which 
23 Myrl D. Long, 11Methods Utilized by State and City 
Textbook Agencies in Textbook Evaluation and a Recommended 
Procedure for the Kansas State Board of Education,n (unpub­
lished Master's thesis, Kansas State Teachers College, 
Emporia, 1938). 
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analyze and compare senior high school American history text­
books are quite valuable. They offer many suggestions and 
criteria which are usable for evaluation and selection. 
Smith24 compared the informational content of six high
school .American history textbooks published between 1920 
and 1925 with six others published between 1937 and 1939 and 
discovered that the trend was toward placing more emphasis 
on economic, social, religious, and cultural affairs, while 
less attention was being given to military and certain polit­
ical affairs. Smith also found that more recent textbooks 
contain more words, fewer but larger maps, more graphs, and 
more pictures. 
George25 investigated six American history textbooks
commonly used in 1937 to discover the emphasis given by them 
to different periods, topics, and phases of American history; 
to compare their methods of presentation and their teaching 
aids; and to find the differences in mechanical features of 
the six textbooks. He reported that authors have been influ­
enced somewhat by the popular mind in the amount of emphasis 
they have placed on particular phases, topics, and periods of 
24 
Don A. Smith, "A Comparison of the Content of High School 
American History Textbooks of the Years 1920 to 1925 with Hi§h
School American History Textbooks of the Years 1937 to 1939,' 
{unpublished Master's thesis, University of Michigan, Ann 
Arbor, 1940). 
25 Ealon Jasper George, 11 A Comparative and Critic al Anal­
ysis of American History Texts," (unpublished Master's thesis,  
University of Kansas, Lawrence, 1937). 
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.American history; that authors of American history textbooks 
agree on the value of various devices to promote greater 
interest and to emphasize subject matter, but differ as to 
which is most effective; and that all six textbooks seem to 
rate high mechanically. 
Theses.£!! analysis and comparison of American history 
textbooks £2!. lower grade levels. Persons interested in the 
analysis and comparison of American history textbooks for a 
grade level lower than the senior high school are referred to 
a research study dealing with junior high school American 
history textbooks, and to another which concerns the upper 
elementary level. Kindley26 studied and compared five Ameri­
can history textbooks widely used in junior high schools. In 
addition to her findings concerning organization, content, 
and physical aspects of the textbooks studied, Kindley 1 s in­
vestigation revealed trends in authorship, the wide range of 
vocabulary difficulty, and the need for more emphasis on 
writing textbooks for definite grade levels. In a similar 
study of United States history textbooks on the upper 
26 Madge Hayman Kindley, 11An Investigation of Five Widely 
Used American History Textbooks at the Junior High School 
Level,u (unpublished Master's thesis, George Washington 
University, Washington, D. c., 1939). 
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elementary school level, Coyner27 was in general agreement 
with Kindley on tendencies of authors to collaborate, vocab­
ulary difficulties, and the advisability of writing textbooks 
adapted to definite grade levels, and revealed other trends 
in organization and content. 
Books Q!! evaluation and selection of textbooks. There 
have been several books written on the subject of textbook 
evaluation and selection. While none of these are devoted 
exclusively, or even chiefly, to the analysis, evaluation, 
and selection of American history textbooks, nevertheless 
they prove very helpful to anyone interested in that partic­
ular textbook field. 
Some of the latest and best work in the textbook field 
has been done by Clement who had one book on the subject of 
textbook analysis, evaluation, and selection published 1n 
193928 and another one in 1942.
29 Another volume to be pub­
lished later by Clement, but which was not off the press at 
the present writing, will be entitled The Use of Textbooks 
27 Ruth E. Coyner, "Trends in United States History
Textbooks on the Upper Elementary Level, 11 (unpublished Master's 
thesis, George Washington University, Washington, D. c., 1931). 
28 John Addison Clement, Educational Si�ificance ofAnalysis, Appraisal, and� of Textbooks In unior and-Senior 
High Schools (Champaign, Illinois: The Daniels Press, 1939). 
29 John Addison Clement, Marmal for Analyzing and Select-
ing Textbooks (Champaign, Illinois: The Garrard Press, 1942). 
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and Other Materials of Instruction,30 and should prove help­
ful to anyone interested in the textbook field. Clement 
discusses methods and common items for use in analyzing and 
appraising textbooks; points out different problems involved; 
offers many concrete suggestions for analyzing, evaluating, 
and selecting different kinds of textbooks; and presents var­
ious forms of score cards for use in examining and selecting 
textbooks. 
Another publication which a student of textbooks should 
not miss is the Thirtieth Yearbook of the National Society 
for the study of Education.31 This book contains the reports
of chosen authorities in various textbook areas who made a 
close study of different problems concerned with textbooks. 
In addition to a report on the use of score cards in evaluat­
ing textbooks, this study includes scholarly discussions of 
many other items concerning which one interested in textbook 
analysis, evaluation, and selection needs information. 
An excellent study of the problem of textbook selection 
was made by Maxwell,32 although bis book was published
30 �-, p. 2. 
31 National Society for the Study of Education, The
Textbook in American Education, Thirtieth Yearbook, Part II, 
1931. 
-
32 c. R. Maxwell, The Selection of Textbooks (Boston:
Houghton Mifflin Company,1921). 
-
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considerably earlier. He made a study of the common bases 
for the selection of textbooks and discussed the advantages 
and disadvantages of the methods of selection and adoption 
being used twenty years ago. General standards to be con­
sidered in selecting a textbook are laid down, and outline 
aids for judging all textbooks are included, as are special 
outlines for evaluating textbooks in different subject fields. 
Franzen and Knight33 discuss criteria for textbook 
selection and submit proposed score cards for use in several 
subject fields. Hall-Quest34 discusses the place of the 
textbook in education, the most effective means of using it, 
and methods of judging and selecting different kinds of text­
books. These two books are also rather old, but it will be 
noted that a large majority of the books written exclusively 
about textbooks date back ten or more years. Three other 
authors who have written books about the evaluation and selec­
tion of textbooks, and into which a student in the field 
would want to look, are Jensen,35 Fuller,36 and Fowlkes.37
33 R.H. Franzen and F. B. Knight, Textbook Selection 
(Baltimore: Warwick and York, Inc., 1922). 
34 A. L. Hall-Quest, The Textbook: How to Use and Judge 
It (New York: The MacmillanCompany, 1918-Y:- - - -
35 Frank A. Jensen, Current Procedures in Selecti
� Textbooks (Philadelphia: J.B. Lippincott Company, 1931. 
36 Florence D. Fuller, Scientific Evaluation of Text­
books (Boston: Houghton Mifflin Company, l928). 
- -
37 J. G. Fowlkes, Evaluating School Textbooks (New York: 
Silver Burdett Company, 1931).
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Periodical literature concerning textbooks in social 
studies. A survey of the periodical literature concerned with 
analysis, evaluation, and selection of textbooks reveals that 
here again much has been written in the general field of the 
textbook, but little which deals exclusively with American 
history textbooks. Nevertheless, many articles in periodicals 
have proved quite valuable, and some of the more important 
deserve mention here. 
A few articles have been written which concern textbooks 
in the field of American history or in the related social 
studies. Lev1ne381 39 has written two such articles in which
he has studied and compared the space given different topics 
by different textbooks and their methods of organizing their 
material. These offer some excellent criteria for analyzing 
and evaluating American history textbooks. Having compared 
40 
several American history textbooks, King reports his find-
ings concerning the emphasis placed on different topics and 
the organization of content, and indicates present trends in 
38 Michael Levine, nsocial Problems in American History
Textbooks," The Social Studies, XX.XVIII (April, 193'7), 161-66. 
39 ____ , "The Textbook in Social Studies," Social 
Education, III (May, 1939), 318-20. 
40 A. K. King, "Textbooks in the Social Studies," High
School Journal, XXII (May, 1939), 201-6. 
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style, illustrations, and teaching aids. Wilder41 likewise
shows what some of the significant trends have been in social 
studies textbooks. Kniss
42 discusses criteria used by differ­
ent teachers in the selection of textbooks and the soundness 
of different criteria, and has drawn up a suggestive score card 
for evaluating tenth grade world history textbooks. 
Periodical literature devoted 12, � studI of textbooks 
in general. Among the periodical articles which deal with 
the selection of textbooks in general are a few which one 
would not want to miss. One by Jobnson
43 
submits a very good 
checking list for the selection of textbooks, and sets up an 
excellent list of standards to use. Another good list of 
44 45 criteria is offered by Jacobs ., and Chrisman likewise pre-
46 
sents some criteria to follow. Gertrude Whipple has a fine 
41 Howard B. Wilder ., "Progress in Social-Studies Text­
books," Social Education, I (May, 1937), 313-18. 
42 F. R. Kniss, "Selecting a Textbook in Tenth Grade 
World History," Educational Administration and Supervision, 
XXI (September ., 1935) ., 465-70. 
-
43 
F. w. Johnson, u A Checking List for the Selection of
High School Textbooks ., " Teachers College Record ., XX.VII 
(October ., 1925), 104-8. 
44 Leland B. Jacobs, "Eighteen Criteria for Choosing
New Textbooks," Clearing House, XI (April, 1937), 485-86. 
45 Lewis H. Chrisman., 11'Wha t is a Good Textbook'l II Journal 
of Education, ex.xv (February, 1942 } ., 39-40. 
46 Gertrude Whipple, "Frocedures Used in Selecting
Schoolbooks," Elementary School Journal, XXXVI (May-June, 
1936), 665-73; 760-75. 
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discussion of procedures used by city schools in evaluating 
and selecting textbooks, of problems which arise, and of 
47 deficiencies in current practices. Guy M. Whipple also has
offered some worthwhile suggestions concerning the problems 
of textbook selection. 
Articles in publications of learned organizations £2.!,!-
48 
cerning textbook selection. Clement and Dolch present an 
excellent discussion of textbooks. This article covers the 
history of the development and use of textbooks, the growth 
of methods of evaluation and selection, and score cards for 
rating them. Among the publications of learned organizations 
are to be found two reports on methods and techniques of 
textbook evaluation and selection which should not be over-
49 
looked. In one of these, Averill has pointed out several 
factors for teachers to keep in mind when judging and select-
50 
ing textbooks. In the other, Buckingham discusses the value 
47 Guy M. Whipple, 11Needed Investigations in the Field 
of the Textbook," Elementary School Journal, XX.XV (April, 
1935), 575-82. 
48 Clement and Dolch, .2E.• cit., pp. 1301-6.
49 Averill, .2E.• cit., pp. 242-48.
50 B. R. Buckingham, "'.Phe Scientific Development and
Evaluation of Textbook Materials," Official Report of the 
Department of Superintendence of the National Educatio� 
Association (Washington, D. c.: Department of Superintendence, 
1933), pp. 159-66. 
of score cards for evaluating textbooks, and gives many 
practical suggestions for devising and using them. 
29 
Books containing chapters .QB textbook analysis, evalua­
tion, and selection. Several books contain some very worth­
while chapters on the analysis, evaluation, and selection of 
51 
textbooks. One of the best of these is by Wesley who dis-
cusses in considerable detail the various elements that go 
to make up a good social studies textbook and indicates the 
trends in organization, content, teaching aids,. and various 
other features of social studies textbooks. Another author 
who presents many helpful criteria for the analysis, evalua-
52 
tion, and selection of history textbooks is Johnson, who 
also shows what the trends are in the writing of history 
textbooks. 
53 
Horn has a chapter devoted to the social studies 
textbook which is helpful. Among the educational books which 
have chapters presenting materials on the textbook, one finds 
54 
that of Edmonson, Roemer, and Bacon very valuable. Among 
51 Wesley,�- cit., pp. 285-312; 340-78.
52 Johnson,�- cit., pp. 241-80.
53 Horn,�- cit., pp. 206-64.
54 Edmonson, Roemer, and Bacon,.££• cit., pp. 388-406.
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the other books of this kind to which the reader might be 
55 
referred, two of the better ones are those by Umstattd and 
Moehlman.56
55 J. G. Umstattd� Secondary School Teaching (Boston:Ginn and Company, 1937>, pp. 284-317. 
56 
Arthur B. Moehlman, School Administration (Boston: 
Houghton Mifflin Company, 1940), pp. 428-49.
CHAPTER III 
CRITERIA FOR ANALYZING, EVALUATING, AND SELECTING 
SE�IOR HIGH SCHOOL AMERICAN HISTORY TEXTBOOKS 
With so many American history textbooks being produced 
today for use in the senior high school, it has become in­
creasingly difficult for teachers to select the textbooks 
which will best serve their purposes and needs. Although 
many good textbooks in American history are available,the 
teacher who examines these textbooks most carefully and 
objectively finds that some meet his needs and those of his 
pupils better than others. In order to accomplish most ef­
fectively his task of selecting the most suitable textbook 
or textbooks, he needs a procedure which is as scientific and 
objective as possible. 
In order to select a textbook wisely, the teacher needs 
definite criteria to follow. He will find it advisable to 
analyze most carefully in the light of these criteria the 
textbooks from which he intends to make a choice, then to 
evaluate the textbooks on the basis of his findings, and 
finally to make his choice after determining how the various 
textbooks under consideration compare with one another. The 
more objectively he can do his analyzing and evaluating, the 




point out, even though objective evidence
is better than subjective opinion, not all objective evidence 
is good. It follows, then, that the criteria to be used in 
the analysis and evaluation must be very carefully set up and 
applied. 
Not all teachers will agree on what textbook is best for 
a given purpose, but each can determine which one seems to 
meet his given teaching situation best if he follows the pro­
cedure of analyzing and evaluating the textbooks under consid­
eration by means of criteria carefully chosen and set up. 
After he has analyzed the textbooks, however, he will need 
some means of measurement if a meaningful evaluation is to 
result. In order to obtain an evaluation in an orderly fashion, 
score cards or some other kinds of rating schemes are generally 
used. In this way the teacher finds he can apply significant 
criteria for purposes of evaluation as well as for the analy­
sis of textbooks, and can do so with a relatively high degree 
of objectivity. It must be conceded that subjective reactions 
will enter in, and that teachers will disagree concerning how 
different textbooks should be rated according to certain cri­
teria. Regarding this condition, Clement2 holds that such 
l R. H. Franzen and F. B. Knight, Textbook Selection
(Baltimore: Warwick and York, Inc., 1922), p. 15. 
2 John Addison Clement, Manual for Analyzing and Select­
ing Textbooks (Champaign, Illinois: The Garrard Press, 1942 ), 
P:-14. 
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subjective reactions do not necessarily destroy the value of 
the analysis. Before final selection of a particular American 
history textbook for basic use in a school or school system, 
several teachers of American history should use the same score 
card to rate recent textbooks on the subject, compare their 
findings and ratings, and then arrive at a decision as to 
which book or books best meet the needs in their school or 
school system. 
The first major step in the present chapter involves the 
problem of determining what criteria should be considered 
valuable in the analysis of American history textbooks as a 
preliminary to their evaluation. The relative importance of 
these criteria is given cognizance since it is necessary to 
decide how mu.ch significance to attach to each criterion in 
the ensuing evaluation. After indicating what criteria are 
essential for the analysis and evaluation of American history 
textbooks, the question of the use of score cards for evalua­
tive purposes is considered and a score card is set up to be 
used as a guide in the analysis, evaluation, and selection 
of American history textbooks for senior high school class­
room use. 
Bases for Determining Criteria to Use for 
Analysis and Evaluation of American History Textbooks 
34 
Guides.!!! formulating criteria f.Q.!:, analyzing� evalu­
ating textbooks. In determining the criteria to be used for 
analyzing and evaluating textbooks of any kind, one needs to 
have certain basic standards to follow. An excellent summariz­
ation concerning what bases or characteristics should be con­
sidered in formulating such a body of standards is offered 
3 
by Clement when he submits the following suggestions per-
taining to the appraisal of textbooks: 
In the first place, standards for evaluating 
various aspects of textbooks should be just as objective 
as possible. In the second place, standards should 
be interpretive in nature. In other words, judgments 
relative to specified aspects should be used, only, 
whenever they add to the real virtue or strength of 
the appraisal as a whole. In the third place, the 
standards used should be such as to put the proper 
relative emphasis upon the less important, and upon 
the more important aspects of a textbook. In the 
fourth place, standards should be representative of a 
variety of important elements. In the fifth place, 
the items included as standards should be inclusive 
enough to cover a wide range of factors, in order that 
no important elements will be wholly omitted. For 
example, Are the items which are considered sufficiently 
comprehensive in nature? In the sixth place, standards 
should be as simple as possible, so as to avoid making 
impracticable their application, or actual use of 
the general appraisal outline. 
The above bases are worthy of consideration as guides in 
the formulation of the criteria to be used in analyzing and 
3 Ibid., pp. 32�33.
-�
evaluating American history textbooks. If the criteria are 
objective, then items can be directly observed without needing 
to read into, or between, the lines of the statements of the 
author, as for example, the number of maps included in a 
book. One knows such items are in the book or they receive 
no consideration. If the criteria are interpretive in nature, 
that indicates that the items are meaningful and as education­
ally significant as possible. If proper relative emphasis is 
given to different aspects of the textbook, then the correct 
balance between more important and less important criteria 
can be maintained in the final evaluation. Representativeness 
implies that all significant types and varieties of criteria 
have come under observation. Inclusiveness means that a wide 
range or scope of elements are represented in the list of 
criteria. If the standard of simplicity is observed, this 
will guard against the possibility of setting up a list of 
criteria so complex and so detailed that its use in the 
analysis and evaluation of textbooks will be impaired. 
Basis for selectins criteria. The task of determining 
what items are significant enough to be included in any 
checking list or score ca.rd for the analysis and evaluation 
of American history textbooks is not an easy one; nor is it 
a simple undertaking to determine the relative importance to 
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attach to each item. Teachers working under varying circum­
stances, and with different aims and purposes in mind, are 
likely to disagree over these matters. An attempt has been 
made in this study to decide upon those criteria which all 
teachers of .American history will probably deem essential 
for analyzing and evaluating their textbooks, and to rate 
th� in importance so as to meet the needs of the majority, 
with the assumption that some teachers will find it necessary 
to make adjustments for their particular cases. 
Types of sources utilized. It has been necessary to go 
to many and varied sources in search of the criteria which 
will enable the average teacher to analyze, evaluate, and 
select American history textbooks most effectively. Books, 
unpublished Master's theses, articles in periodicals, and 
other publications concerned with the analysis, evaluation, and 
selection of textbooks have proved valuable sources in which 
to look for suggestions. Sample score cards and checking 
lists for analyzing, evaluating, and selecting textbooks were 
very helpful. Unpublished Master's theses and articles in 
periodicals which dealt specifically with the comparison and 
analysis of the contents of American history textbooks indi­
cated significant trends which aided in the setting up of 
certain criteria. Courses of study for the social studies 
were espe cially helpful for the determination of current 
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trends in content and organization of subject matter. Books, 
articles in periodicals, and other publications which dealt 
with the trends in the social studies and with the teaching 
of them were also utilized. 
General nature 2£ criteria discovered� significant. 
The criteria which were found significant for inclusion in 
lists or score cards for analyzing, evaluating, and selecting 
American history textbooks may be grouped into five general 
areas: (1) publication, (2) authorship, (3) nature and organ­
ization of content, (4) teaching and learning aids, and 
(5) mechanical features. A detailed consideration of each
of the five general areas follows. 
Matters of Publication 
Questions arising about publication. A teacher in the 
process of selecting an American history textbook immediately 
encounters factors which involve matters of publication. In 
an American history textbook this will be quite important, 
especially to a teacher interested in stressing contemporary 
problems. Another item of some importance will concern the 
nature of revisions. He will need to know whether the latest 
revision is of a nature which will best meet his needs and 
those of his pupils. Further, since it is generally conceded 
that a publishing company of good reputation assures a dependable 
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textbook, he will want to be sure he is dealing with a com­
pany which is well known and reliable. 
An additional item concerning publication involves the 
title given to the textbook. Ideally, the title should 
convey some idea of the book's special quality, viewpoint, 
or merit. Some titles do not indicate the approximate scope, 
or may lead to the stressing of a minor aspect with the 
result that other merits are overlooked. However, as Wesley4
indicates, it is best not to attach too much significance to 
the title, but rather, to search for other merits regardless 
of the title. 
Criteria for judging publication. The significant ques­
tions which the teacher will want to ask concerning the pub­
lication of American history textbooks he is analyzing and 
evaluating will include the following: 
1. Was the textbook published recently enough to
make possible satisfactory treatment of contemporary
problems and affairs?
2. Has the book been revised in such a way as to more
adequately meet the needs of the pupils and teacher?
3. Is the publishing company well known and reliable?
4 Edgar Bruce Wesley, Teaching the Social Studies (New 
York: D. c. Heath and Company, 1937), p. 293. 
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4. Does the title seem adequate?
Authorship 
Qualifications of authors. One of the first questions 
to occur to the teacher concerning authorship will undoubt­
edly pertain to the author's training and educational expe­
riences. He will want to discover whether the author is 
qualified to write an American history textbook for senior 
high school pupils. In this connection, Jensen5 reports
that he found that the tendency of publishers was to secure 
authors from among persons actively engaged in public school 
work and in college teaching, with a preference for authors 
with high school teaching experience for high school text-
6 
books. Richey indicates that teachers may be expected to 
take more and more part in the authorship of high school 
textbooks since they are closer to the pupils and understand 
better their reactions, but adds that the custom of having 
more than one author cont ribute to a textbook has gained 
ground rapidly in late years, and that professors of educa­
tion are collaborating with increasing frequency, since they 
5 Frank A. Jensen, 11 Tb.e Selection of :Manuscripts by Pub­
lishers, 11 The Textbook in American Education, Thirtieth Year­
book of the National Society for the Study of Education, 
Part II, 1931, P• 84. 
6 H. G. Richey, 11 The Professional Status of Textbook
Authors, 11 The Textbook in American Education, Thirtieth Year­
book of thelfational Society for the Study of Education, 
Part II, 1931, p. 75. 
can contribute much toward securing simplicity of style, a 
psychological organization, a restricted vocabulary, and 
helpful teaching aids. 
7 
Maxwell warns that an author's 
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familiarity with his particular field does not necessarily 
lead to the best results, since he may place undue emphasis 
upon his own field and forget that high school pupils are 
more in need of fundamental factors and subject matter w hich 
can be applied to everyday life rather than in subject matter 
for its own sake, or in which the author is especially inter­
ested because of his superior knowledge. 
Point of view and purpose. Authors of textbooks have 
many different points of view which lead them to organize 
materials in a variety of ways, and their purposes in writing 
may have a marked effect on how they present the subject 
matter. Sometimes the author's point of view is clearly set 
forth in the preface or introduction. Otherwise, the point 
of view must be inferred from the kinds of facts presented, 
the manner of interpreting facts, or the distribution of 
emphasis. Johnson8 points out that many factors may influence 
7 c. R. Maxwell, The Selection of Textbooks (Boston:
Houghton Mifflin Company, 1921), p. 11. 
8 Henry Johnson, Teaching of History (New York: The
Macmillan Company, 1940), p. 252. 
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the author's point of view: public opinion, personal convic­
tions, some program of indoctrination established by statute 
or official decree, or a desire to tell the plain truth, Even 
though the author's point of view may not be easi ly determined, 
the general proportions of the book will always give some 
indication. One should check, then, to see whether the author 
clearly indicates his point of view or philosophy, and whether 
it is in accordance with needs of pupils in his school or 
school system. Also he would want to know whether the author 
has specified definitely his purpose in writing the textbook, 
and whether it is in accordance with the generally accepted 
aims of secondary education. 
Influence of the latest trends in education. It is em-
----- -- -- -
phasized by Wesley,
9 
and obvious from other sources, that 
most authors are influenced considerably by national educational 
reports, courses of study for the social studies, and other 
evidences of the latest trends in education as they affect the 
teaching of American history. Since it appears that most 
authorities consider it requisite to the writing of a good 
history textbook that the author take into consideration the 
latest trends as shown by national reports, courses of study, 
or other sources, t his is an item which should be ch ecked. 
9 Wesley, op. cit., p. 191.
Testing of lli textbook • .Another item, which Clement 
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10 
in particular stresses as important to check, is that of 
whether the author offers evidence that the textbook has been 
adequately tested under classroom conditions, or at least 
whether persons with classroom experience have been called 
upon to check with the author as to the practicability and 
suitability of the finished product. This may not be an im­
portant criterion if the textbook measures up well in other 
respects, yet it might be helpful if there was doubt about 
the practicability of some parts of the textbook. 
Style of writing and presentation. An author's style of 
writing and presentation is another factor to consider. Wes-
11 
ley explains that style includes: (1) sentence length, 
(2) vividness of diction, and (3) the degree of fullness of
treatment. For a time short sentences were in demand. Per­
haps sentence length is an index of clarity, but short sen­
tences in themselves are of questionable value, and, if 
extremely short, probably are a liability in secoro.ary school 
textbooks. Vivid diction would seem a decided asset, and the 
author who can write picturesque headings, vigorous phrases, 
and colorful sentences will hold an advantage in securing 
10 Clement, 212.• cit., p. 13. 
11 Wesley, 212.• cit., p. 301.
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the attention of the pupils. Another important element in 
style is fullness, and explanations should be in great enough 
detail to insure understanding. Wesley
12 is of the opinion
that clarity is the most fundamental requirement of style, 
and that an author n�eds to write directly, not condescend­
ingly. His style should be natural and unaffected, and should 
not involve undue effort for the reader because of its dif­
ficulty, yet it should not annoy him because of its over­
simplification. Undoubtedly it is important that the author's 
style of writing and presentation be adapted to the pupils 
for whom the textbook was written. 
Criteria for judging authorship. Several items have been 
indicated as significant for checking on the authorship of 
American history textbooks. These items can be taken into 
account by answering the following questions: 
1. Do the training and educational experiences of the
author qualify him to write an .American history
textbook for senior high school pupils?
2. Is the point of view or philosophy of the author
clearly indicated and in accordance with present
needs?
12 Ibid., p. 303. 
3. Is the purpose of writing the textbook definitely
specified and in accordance with generally accepted
aims of secondary education?
4. Has the author taken into consideration the latest
trends in the teaching of American history as sho�n
by national reports, courses of study, or other
sources?
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5. Is evidence offered that the textbook has been
adequately tested in the classroom, or checked by
persons with classroom experience, for practicability
and suitability?
6. Is the author's style of writing and presentation well
adapted to the pupils for whom the textbook was written?
Nature and Organization of Content 
Importance of analyzing and evaluating content. The 
nature of the content of American history textbooks is of the 
greatest significance, and closely related to this is another 
very important factor, the organization of the subject matter. 
No textbook is going to meet the needs of the pupils and 
teachers if it is lacking in either of these respects. It is 
most important that the closest attention be given to the 
nature and organization of the content to see that they 
measure up to the most acceptable standards. 
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Problem of space allotment. In organizing an American 
history textbook, one of the major problems facing an author 
is that of space allotment. Certain highly important materials 
will need to be included, but a problem immediately arises as 
to where to draw the line. How much space to devote to the 
various topics, phases, and periods of American history is 
one which must be worked out very carefully, and is further 
complicated by the recent trends in history and the social 
studies. There is apparently an increasing tendency to in­
clude .American history as a part of a larger social studies 
program. This makes it vital that an American history text­
book be able to fit into a planned social studies curriculum 
in which the textbook will be used during both the eleventh 
and twelfth grades, where it may be used largely as a refer­
ence book, or, if as a regular text, will be supplemented by 
other textbooks and reference materials. Recent trends in 
the content of social studies make it very important for the 
teacher to examine carefully the allotment of space to dif­
ferent phases of content. 
In analyzing and evaluating American history textbooks, 
it is advisable for the teacher to learn how much space is 
devoted to various periods, phases, and topics, and to find a 
norm as a basis for examining and comparing the textbooks. 
13As Barker has explained, the field of history is so large 
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that all cannot be included in one book, and the problem of 
subdivision becomes one for the author to determine. He must 
decide what to include, what to omit, and how much emphasis to 
give to what is included. However, it is up to the teacher 
to decide whether that author's organization is better suited 
for his particular purposes than that of another. It is well 
to heed the advice of Ma.xwe11
14 who warns that an author may
over-emphasize a period or aspect in which he is a student, 
and that this can be discovered only through a careful check 
of the content. On the other hand, if one is interested in 
securing a textbook in which some aspect stands out and pre­
dominates, he must check for this, for perhaps the author of 
a given textbook may not have seen fit to emphasize that par­
ticular part of the subject matter. 
Recent trends in content. By observing the recent trends 
in content as emphasized not only by American history textbook 
authors, but also by courses of study for the social studies, 
by reports of educational organizations, and by writers in the 
13 Eugene Barker, "The Changing View of the Function of
History," The Social Studies, XX.IX (April, 1938), 160. 
14 
c. R. Maxwell, "The Use of Score Cards in Evaluating
Textbooks," The Textbook in American Education, Thirtieth 
Yearbook of the National Society for the Study of Education, 
Part II, 1931, p. 145. 
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field of education, one discovers highly significant criteria 
which should be utilized in analyzing and evaluating American 
history textbooks. A study of these trends reveals that a 
widening range of subject matter has been included in recent 
years, with more attention being given to social, cultural, 
and economic content, and less to military and political af­
fairs. In this connection, Manion15 has made this statement:
The scope and materials of history in the past few 
decades have been greatly enriched by contributions 
from the social studies: economics, government, 
sociology, geography, literature, psychology, philos­
ophy, and anthropology. The good teacher truces every 
opportunity to correlate history with the social 
studies for they are so closely related that one can 
hardly be understood apart from the other. 
In a recent study ma.de by Smith,16 in which a comparison
of the content of a group of recent American history text­
books was made with a group of older ones, it was found that 
the more recent textbooks tend to place more emphasis on 
economic, social, religious, and cultural affairs, and less 
on wars, colonial government, suffrage, and political reform, 
with politics retaining relatively the same status. Courses 
15 Lawrence J. Manion, "The Teaehine; of the New History,"
The Social Studies, XXIX (February, 1938), 62. 
16 Don A. Smith, "A Comparison of the Content of High
School American History Textbooks of the Years 1920 to 1925 
with High School .American History Textbooks of the Years 
1937 to 1939," (unpublished Master's thesis, University of 
Michigan, 1940), p. 69. 
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of study and other sources appear to give these findings 
17 strong support. For example, Wesley, in discussing the
trends in social studies textbooks, tells us that military 
and political affairs are receiving less attention, while 
more is being given to social, cultural, and economic content, 
and that there is increasing emphasis upon social elements 
and less attention to many traditional aspects of the subject 
matter. 
Important trends are also revealed as one observes the 
tendency to shift the interest in American history more 
toward recent times. One of the resultant trends which is 
easily detected merely by observing closely recent courses of 
study for the social studies and recently published American 
history textbooks is that as much place is being devoted to 
the social, cultural, economic, and diplomatic problems and 
affairs of the United States since the Civil War as is being 
given to the whole history of our country up to that time. 
That herein lies a criterion to be applied to an American 
history textbook which one is analyzing and evaluating is 
supported by several sources. One of those supporting this 
point of view is Manion,18 who states:
l7 Wesley,££• cit., pp.138-4O.
18 Manion, loc. ill_.
Where Edward Channing's A Student's History of the 
United States (revised edition), published in 1904, 
devoted one chapter out of fourteen to developments 
between 1865 and 1900, today our school texts are 
allowing one-half or more of their space to a con­
sideration of the post Civil War period. 
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Courses of study for the social studies seem to reflect 
even more effectively than recent American history textbooks 
the trend toward giving more attention to more recent problems 
and affairs. 19 A perusal of the Oregon course of study for
the social studies discloses that in addition to a full year 
of American history for the eleventh grade, more than half 
the material included in the twelfth grade course in socio­
economic problems could easily be worked into an American 
history course. To illustrate, four of the ten units for the 
twelfth grade course were on the labor movement, conservation, 
the economic aspects of our international relations, and 
problems of democracy, any one of which might be found in 
an American history course. Another outstanding example is 
20 
presented by the Texas course of study for social studies 
which likewise finds it possible to place greater emphasis 
upon more recent problems by having units involving certain 
phases of American history reach over into more than one 
19 Oregon,� School Social Studies (Salem: State De­
partment of Education, 1939). 
20 Texas, Teachinf Social Studies in Junior and Senior¥�g� Schools of Texas Austin: State Department of Education,
3 ). 
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year of the social studies program. 
The tendency to shift the interest of .American history 
more toward recent times does not stop with the increase in 
attention to problems and affairs following the Civil War. 
Another trend has been to put ever increasing emphasis on 
those problems and affairs which are closer to the present 
and are most likely to affect the lives and interests of the 
pupils who are studying them. The result has been that 
problems and affairs of the period since 1900 are receiving 
more and more emphasis. In stressing the importance of giving 
major attention to social and economic p�oblems of the last 
21 
forty years, Rugg points to several conspicuous events and 
affairs dating from 1900 to the present which should be
closely studied and thoroughly understood. 
Another factor to be kept in mind as one draws up a list 
of criteria for analyzing and evaluating American history 
textbooks is the fact that contemporary problems and affairs 
are coming in for much greater attention than was true in the 
past. As a result of a study of the social studies made by 
the Commission on Secondary School Curriculum of the 
21 Harold Rugg and others, Democracy and the Curriculum, 
Third Yearbook of the John Dewey Society (New York: D. 
Appleton-Century Company, 1939), pp. 15-30. 
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22 Progressive Education Association, the fact was brought out
that we have apparently lacked men who were capable of meeting 
the problem of democracy, and that this has resulted in a loss 
of confidence in the traditional method and content in social 
studies instruction. This report points to a new emphasis 
being given to content other than history in the traditional 
sense, with more time and space being devoted to contemporary 
problems. It stresses that as the boundaries between traditional 
subject matter areas have been broken down, fused and inte­
grated courses have appeared, based on the theory that the 
ultimate goal of general education in a democracy is 
to meet the needs of individuals in the basic aspects 
of living in such a way as to promote the fullest 
possible realization of personal potentialities ani 
the most
2�
ffective participation in a democratic
society. 
In a course of study in social studies formulated for 
the public schools of Lansing, Michigan,24 in which contem­
porary problems and affairs are given a prominent place, this 
pertinent statement may be found: 
22 Connnission on Secondary School Curriculum, Progressive
Education Association, The Social Studies in General Education 
(New York: D. Appleton-Century Company, 1940), p. 7 ff. 
23 Ibid., p. 14.
24 Lansing, Course of Study in Social Studies, Grades
VII-XII (Lansing, Michigan: Boardof Education, 1941),
p. 1.
In times of world crisis, such as the present, 
it is especially important that social studies be 
closely related to real life situations and problems. 
Past conditions and developments should be studied 
in relation to present happenings. 
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Essentially the same thought was expressed by the Consultative 
Committee on Secondary Education, National Association of 
25 
Secondary School Principals, as the place of the secondary 
school in time of war was discussed. 
A few years ago Levine26 investigated several high
school American history textbooks relative to the space de­
voted to contemporary problems and affairs. One of his con­
clusions indicated a need for devoting more space in them to 
major problems of American life with emphasis on present day 
aspects, issues, and controversial elements, with less space 
necessarily being left to the treatment of wars. 
In view of the recent trends in the subject matter per­
taining to American history and the social studies, one is 
justified in including, and weighting heavily in the score 
card, items concerning the allotment of space in American 
history textbooks which are being examined. 
25 National Association of Secondary School Principals,
11 Secondary Education in War Time, 11 The Bulletin of the National 
Association of Secondary School Principals, Februa:ry;-1942, 
120 pp. 
26 Michael Levine, 0social Problems in American History 
Textbooks," The Social Studies, XX.XVIII (April ., 1937) ., 165. 
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Accuracy and reliability of data presented. No American 
history textbook is going to be considered worthwhile, regard­
less of how well it is organized, if the data presented cannot 
27 be accepted as reliable and accurate. Clement points out
that one of the greatest improvements of the last century has 
had to do with the accuracy and reliability of factual data 
presented in textbooks, and adds that factual errors are al­
most inexcusable today. Both the original data presented by 
the authors themselves, and data borrowed from other sources, 
should be as accurate and reliable as possible in the light 
of supporting evidence. A difficulty here lies in the fact 
that since the points of view held by authors differ, the 
corresponding supporting evidence is likely to v�y somewhat. 
Nevertheless, the following criterion may justifiably be in­
cluded among the items involving the nature and organization 
of content: Is it evident that the author has been accurate 
and reliable in his presentation of data? 
Organization of content into units .2£_ other divisions. 
Merely because an author is an authority in his field does 
not mean that his organization of content should not be c�e­
fully examined to see whether it is logical, has a purpose, 
and recognizes the needs of the persons for whom it is prepared. 
27 Clement,�• .£1.1., pp. 22-23. 
i:::!8 
We are told by Chrisman : "That the best textbook is the 
one which is most outstandingly teachable is a fact not open 
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to debate." In order to be teachable, Johnson29 maintains 
that the material should be gathered around a few main topics 
rather than around many, there should be continuity of subject 
matter, material should be grouped into interrelated units, 
and each new phase should be developed as growing out of the 
needs, experiences, and interests of the pupils. In a similar 
30 
vein, Jacobs insists that the material be arranged into 
convenient units for teaching, with the various units so ar­
ranged as to promote consistent and integrated thought and 
development, good study habits, and the pupils' power to solve 
problems. He lays particular stress on the need for organiz­
ing the material so that it best meets the needs, capacities, 
and experiences of pupils in view of their individual 
differences. 
These criteria for good organization of subject matter 
are generally recognized by authorities in the field of 
28 Lewis H. Chrisman, 11What is a Good Textboolt?" Journal 
of Education, ex.xv {February, 1942), 40. 
29 F. w. Johnson, "A Checking List for the Selection of 
High School Textbooks, 11 Teachers College Record, XXVII 
(October, 19 25), 106. 
3o Leland B. Jacobs, "Eighteen Criteria for Choosi ng New
Textbooks, 11 Clearing House, XI (April, 1937), 485-86. 
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education, and are practiced to a greater or lesser extent by 
practically all writers of high school American history text­
books. To. discover how American history textbooks compare 
with one another in these respects, items concerning them 
should be placed in the score card. 
Criteria for appraising the nature.!!!£ organization of 
content. In order to analyze and evaluate the content of 
American history textbooks, one should consider the following 
questions pertaining to the nature and organization of the 
subject matter: 
1. Are social, cultural, and economic matters given
enough emphasis?
2. Are military end political matters given enough
but not too much emphasis?
3. Is sufficient space given to social, cultural,
economic, and diplomatic problems and affairs
since the Civil War?
4. Is sufficient space given to social, cultural,
economic, and diplomatic problems and affairs
since 1900?
5. Is sufficient space devoted to major problems of
American life with emphasis on present day aspects,
issues, and controversial elements?
6. Is it evident that the author has b een accurate and
reliable in his presentation of data?
7. Is the material gathered around a few main topics
and into units or other divisions convenient for
teaching?
s. Is the material grouped into units so interrelated
that a definite impression of their relation to the
whole is given?
9. Is each new phase of the subject matter developed
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in relation to the needs, experiences, and interests
of the pupils?
10. Is the material well adapted to provide for indi vidual
differences among pupils and classes?
Teaching and Learning Aids 
Importance of examining the teaching and learning aids. 
One who is analyzing and evaluating senior high school Ameri­
can history textbooks finds it very important to examine 
carefully the teaching and learning aids contained in each 
of the textbooks under consideration. He will find that the 
average high school American history textbook has a wide 
variety of teaching and learning aids and devices to promote 
greater interest and to emphasize subject matter. Further­
more, he will find that the textbook authors differ in the 
57 
amount of emphasis placed on the different types of teaching 
and learning aids. For instance, some have detailed prefaces 
and introductions, while others do not. Some have more com­
plete tables of contents, listings of illustrative materials, 
or indexes than others. Some authors emphasize the question 
method more than other devices, while others stress the use 
of supplementary and illustrative matter, but do not make 
31 
much use of the direct question method. Wesley raises a 
question as to whether some of these teaching and leaming 
aids are used enough to justify their inclusion in American 
32 
history textbooks, but Johnson suggests that their persis-
tence in textbooks must be accepted as evidence of wide 
utility. However, their appraisal will vary with the individ­
ual needs of teachers since aids highly useful to one teacher 
may be used little by another teacher. 
The importance of the �reface. The preface of an Ameri­
can history textbook may be a very revealing and illuminating 
section of the book Which supplies the prospective user with 
much pertinent information. It may show what particular 
need caused the book to be written, its chief features or 
characteristics, its grade placement, and the particular 
31 Wesley, 21?..• cit., p. 298.
32 Henry Johnson,�• cit., p. 255. 
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point of view of the author. Furthermore, it may acknowledge 
the help of others and offer worthwhile suggestions for the 
use of the textbook. In view of the several purposes which 
the preface may serve, it would seem wise to include a cri­
terion in any check list for the analysis and evaluation of 
textbooks concerning the helpfulness of the preface. 
� value of� good introduction. An intimate and pro­
vocative introduction for the pupils may prove of consider­
able value. The introduction should be related to the previous 
experiences of the pupils and should arouse their interest 
and curiosity. In the score card used by the Tennessee State 
33 Board of Education as reported by Long, it is interesting
to note that the item concerning the introduction was weighted 
heavier than several other teaching and learning aids. 
The significance of the table of contents and the list­
ing of illustrative materials. The average American history 
textbook not only has a table of contents, but ordinarily 
lists the maps, and often other illustrative materials, to be 
found in the textbook. The listing of illustrative materials 
follows immediately after, and sometimes almost as a part of 
33 Myrl D. Long, "Methods Utilized by State and City 
Textbook Agencies in Textbook Evaluation and a Reconnnended 
Procedure for the Kansas State Board of Education, 11 (unpub­
lished Master's thesis, Kansas State Teachers College, 
Emporia, 1938), pp. 48-49. 
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the table of contents. The table of contents is supposed to 
indicate the scope and organization of the entire book, and 
to present a logical outline showing the space devoted to 
major divisions and to important minor divisions of the sub­
ject matter. Some authors merely list the chapters in the 
table of contents; some give two divisions, parts and chapters; 
and others show the subdivisions to the third place. A good 
table of contents will show whether the contents of a text­
book are systematically arranged and follow a good outline. 
Johnson34 maintains that it is desirable to have a good ana­
lytical table of contents with page references, but usually 
this is left entirely to the index. The listing of the illus­
trative material is a supplement to the table of contents 
which may prove quite valuable. Therefore it seems advisable 
to investigate the suitability of such listings in addition 
to checking on the fullness and nature of the table of contents. 
The need ill@ adequate index. A good analytical index 
in a textbook can save the user much time and patience. The 
index should be so complete and so arranged that the material 
may be easily found, preferably with multiple references to 
each topic given in clear type. What constitutes an adequate 
index will depend upon the manner in which the textbook is to 
34 Henry Johnson,�• cit., p. 254.
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be used. There is less need for a lengthy and detailed index 
in the ordinary textbook than in books used primarily for 
references. 35 However, as emphasized by Wesley, and as is
evident from courses of study for the social studies, the 
present trend is toward less dependence upon a single text­
book. Consequently, it becomes increasingly important to in­
clude an item in any list of criteria for judging American 
history textbooks so that the indexes can be compared relative 
to their completeness and arrangement. 
· The place of the appendix. A great variety of materials
may be  found in appendixes. For the most part, these are 
materials which will be used repeatedly, so cannot be easily 
presented in the text, yet are helpful and essential. F'or 
example, most American history textbooks contain a copy of 
the Constitution of the United States in their appendixes so 
it can be referred to quickly and easily whenever necessary. 
According to Johnson,36 the appendix might include tables,
charts, graphs, supplementary drill materials, and even sug­
gestive topics and problems for further work. Here, then, is 
another item to be investigated. 
35 Wesley, .212.• cit., p. 296. 
36 F. w. Johnson, S?.E.• cit., p. 107. 
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The nature and importance of illustrative materials. 
The illustrative materials found in the average American his­
tory textbool{ are numerous and varied. •rhey include such 
materials as maps, graphs, charts, tables, pictures, and 
cartoons. If these items are going to be valuable as teach­
ing and learning aids, they most certainly should measure up 
to definite standards of adequacy. It is the opinion of 
Horn37 that ., despite great improvements made in recent years.,
history textbooks are still commonly deficient in maps, pic­
tures ., and other visual aids, and that those provided are 
often not effectively related to the reading matter. 
38 Wesley feels that it is reasonable to assume that maps 
and graphs are more important in history textbooks than pic­
tures and cartoons, although the latter have long been recog­
nized as effective aids to teaching. Since maps and graphs 
may not al�ays be easily available if not in the textbook, the 
teacher is justified in attaching unusual significance to the 
number and quality of maps, graphs, tables, charts, and any 
other such illustrative materials. It is not easy to find a 
basis for classifyi11g and comparing maps, but the purpose, form 
37 .l!.rnest Horn, Methods of Instruction in the Social 
Studies (New York: Charles Scribner's so1IB, 1937"";, p. 813. 
38 Wesley, �- cit., pp. 291-92. 
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of presentation, fullness, and artistic composition are all 
important to the teacher, so they should be taken into con­
sideration. Graphs, tables, and charts are important devices 
for showing kinds of information which cannot be shown by 
maps. The teacher should note whether these illustrative 
materials are clearly printed, scaled to easy vision, defin­
itely related to the text material, clearly labeled, and accu­
rate and to the point. 
Pictures should be accurate, or at least truthful. Both 
pictures and cartoons need captions which will help to make 
them effective, and they should tell their own story. They 
should be localized, or at least identified, and should 
feature simplicity. 
It appears that in order to analyze and evaluate the 
illustrative materials fully, one should investigate them 
piecemeal. It would seem appropriate to examine the number 
and quality of the maps alone, perhaps the pictures and car­
toons together, arxl the graphs, tables, and charts as a group. 
References f.2£. collateral reading. Numerous references 
to supplementary books and other materials are a common ele­
ment in American history textbooks. Not all teachers make 
the same use of them, but no American history textbook is 
complete without some references. Johnson39 auggests a
39 Henry Johnson, .2£.• cit., p. 253.
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number of factors which one should consider in analyzing and 
evaluating the reference materials. One should examine the 
character and arrangement of the collateral readings to dis­
cover whether they are general or specific; whether they give 
merely titles, or whether they refer to chapters or pages; 
whether they are classified; whether they make pupils con­
scious of the kind of material to which they are referred; 
the place assigned to historical fiction and poetry; whether 
the works mentioned are likely to be found in the average 
library; and whether the readings are intelligible to pupils 
for whom the textbook was written. 
The nature and significance of study helps. Another 
common feature of American history textbooks appears in the 
proclivity of the authors to include a considerable number of 
study helps in the form of review and discussion questions on 
the textbook material; problems and activities of a diversi­
fied nature, including topics suggestive of life situations 
for various individuals in the group; and definite directions 
for attacking the problems and activities. One does not 
necessarily find all types of study helps in every textbook, 
nor the same emphasis on those which are included; therefore, 
the teacher should scrutinize very closely the study helps of 
the American history textbooks under investigation to find 
which books best meet his needs and those of his pupils.\ How­
ever, he should bear in mind that any group of study helps, to 
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be most effective, should be definite and varied, and should 
promote independent study. A perusal of the study helps gen­
erally found in American history textbooks leads to the sug­
gestion that one should look into the appropriateness of the 
questions on the textbook material, the projects and activities 
suggested for the pupils, and the lists of terms suggested as 
difficult for the pupils to understand. 
It should also be recognized that a good selection of 
study helps can contribute greatly in providing for individual 
differences among pupils and classes. The strong pupil will 
find many additional activities to keep him profitably oc­
cupied. Therefore, the teacher should consider whether the 
study helps are of sufficient aid in meeting the problem of 
individual differences. 
Criteria for judging teaching and leaming aids. It is 
evident that a considerable number of items must be taken into 
account when analyzing and evaluating the teaching and learn­
ing aids in senior high school American history textbooks. 
The criteria which one will find it profitable to apply for 
this purpose seem to be summarized well in the following four­
teen questions: 
1. Does the textbook contain a helpful preface?
2. Does it contain a helpful introduction?
3. Is the table of contents full enough to present a
suitable idea of the scope and organization of the 
subject matter? 
4. Does the textbook contain a suitable listing of the
maps and other illustrative materials found in it?
5. Is the index so complete and so arranged that the
material may be easily found?
6. Does the textbook contain a usable and helpful
appendix?
7. Are the number and quality of maps satisfactory?
8. Are the pictures and cartoons effective and worth­
while, and in proper proportion to the rest of the
textbook?
9. Are other illustrative materials, such as graphs,
charts, and tables, effective and worthwhile, and
in proper proportion?
10. Are the references to collateral readings satis­
factory for the needs of the pupils and teacher?
11. Are appropriate questions on the text material
included?
12. Are appropriate projects and activities suggested
for the pupils?
13. Are appropriate lists of terms difficult to under­
stand supplied?
14. Do the study helps adequately aid in providing for




The importance of the mechanical features. Another 
phase of the American history textbook which cannot be ignored 
in the process of analysis and evaluation has to do with the 
mechanical make-up. It is the opinion of Clement,40 however,
that many individuals give an undue amount of emphasis to the 
mechanical aspects of a textbook, and that these features 
should not be given as much weight as is given to other types 
41 
of criteria. On the other hand, Buckingham maintains that 
11 it is probable that the acceptability of a textbook depends 
more upon the style of printing, illustrating, and binding 
42 
than is generally supposed." Buckingham goes on to claim 
that, although score cards for evaluating textbooks usually 
assign a small nwnber of points to mechanical make-up, never­
theless the general appeal, the first impression of attrac­
tiveness, is hard to discount. The color of the book, quality 
of the paper, width of each of the four margins, character of 
the type, size of type, length of the line, interlinear spac­
ing, and space between words are all items which might be 
40 Clement, .2£• cit., p. 26. 
41 B. R. Buckingham, "New Data on the Typography of
Textbooks, 11 The Textbook in American Education, Thirtieth 
Yearbook of the National Society for the Study of Education, 
Part II, 1931, p. 93. 
42 Ibid., pp. 93-94.
67 
considered. As a result of its study of the textbook in 
American education, the National Society for the Study of 
Education43 in one of its conclusions says, "There is much 
need for careful research on problems relating to the mechan­
ical features of textbooks." 
Desirable mechanical features. On the basis of criteria 
involving desirable mechanical features which are generally 
found in checking lists and score cards designed for analyzing 
and evaluating secondary school textbooks of all kinds, def­
inite conclusions may be reached concerning what one should 
expect in the mechanical make-up of an American history text­
book for use in the senior high school. Its binding should 
be durable and flexible enough to stand careless handling, and 
should be pleasing in color and design. The paper within the 
book should have enough gloss to take attractive cuts, but not 
enough to cause eyestrain. The type should be clear, properly 
spaced, and of a size that is easily read. The material 
should be well arranged on the page with distinct topic head­
ings, suitable margins, and proper change of type to denote 
the relative importance of topic headings, and with due regard 
to proper balance and finished appearance of the page. The 
size of the textbook should be such that it can be covered in 
the period of time possible to devote to it, provided, of 
43 National Society for the Study of Education, The Text­
book in American Education, Thirtieth Yearbook, Part II, 1931, 
p:-30'7:" 
course, that this makes any difference. Where a course of 
study is being utilized, or in any case where several text­
books are used, size would not be an important factor. 
44 
Wesley says that the size should not worry a teacher even 
if one textbook is used alone, since the tendency has been 
68 
for American history textbooks to increase in size, and this 
simply means the teacher has more with which to work. All in 
all, a textbook is desired which is well proportioned and 
attractive, which reflects pleasingly the personality of the 
author, and which appeals to the aesthetic nature of the pupils. 
Criteria for appraising mechanical features. In order 
to check upon the mechanical features of American history 
textbooks which are being analyzed and evaluated, one would 
want to consider the following questions: 
1. Is the binding durable and attractive in color and
design?
2. Is the paper within durable, with enough gloss to
take attractive cuts, but not enough to cause eyestrain?
3. Is the type clear, properly spaced, and of size
that is easily read?
4. Is the material well arranged on the page with
suitable margins, distinct topic headings, and proper
changes of type and spacing to denote the relative
44 Wesley, �• cit., p. 290.
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importance of topic headings? 
5. Is the size of the textbook satisfactory in relation
to the amount of time to be devoted to it?
6. Is the whole book well proportioned and attractive?
The Use of Score Cards for Evaluation 
�for a systematic and relatively objective method of 
evaluation. The criteria pointed out above as significant 
for the analysis and evaluation of high school American his­
tory textbooks will not be of sufficient aid in making one's 
selection of the textbook or textbooks best suited to meet 
the needs of the pupils in his school or school system unless 
he has a suitable method of applying the criteria so that one 
textbook can be adequately compared and rated qualitatively 
and quantitatively with others. It is preferable that text­
books first be analyzed and then evaluated, for, as pointed 
· 45 out by Clement, 
A great amount of time and waste energy can be 
saved, whenever attempting to evaluate textbooks, in 
case they have been examined first, in order to dis­
cover what is the exact nature of their content. 
Thus one finds an appropriate beginning point and basis 
for determining the relative values of the textbooks. How­
ever, if the best results are to be expected, an orderly and 
fairly objective means of applying the criteria are obligatory. 
45 Clement,££• .£.ll., p. 30. 
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Franzen and Knight46 emphasize the value of expressing the 
whole rating of a textbook in mathematical terms on a score 
card in which scores are weighted, since the criteria are of 
unequal value. 
The value of score cards for evaluating textbooks. Al­
though the origin of the score card idea of textbook evaluation 
dates back a number of years, it has been used only in recent 
years to any great extent as an instrument for evaluating 
textbooks. The principal criticism in the past has been that 
in many instances it has represented only the judgment of the 
individual making it, with little or no justification for the 
items included or for the weighting of these items, and there­
fore lacked scientific justification. However, a study of the 
items used in score cards and of their weighting which was 
47 
made by Maxwell indicates that there was practically unani-
mous agreement in fifty per cent of the items. 
Whipple48 made a study of items considered in textbook
selection when score cards were used to evaluate textbooks 
and when score cards were not used in the evaluation, and 
found that the score card compared very favorably with the 
46 Franzen and Knight, .2.£• cit., p. 16. 
47 c. R. Maxwell ., 11 The Use of Score Cards in Evaluating 
Textbooks ., 11 .2.E.• cit., p. 150. 
48 Gertrude Whipple, "Procedures Used in Selecting School­
books," Elementary School Journal, XXXVI (June, 1936), 760-65. 
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judgment of people concerning what items should be considered 
in the evaluation of textbooks. The principal variations found 
by Whipple's study lay in the tendency for the score card to 
consider less frequently the "adaptations to specific needs u
and "price," but to consider more frequently "aids to in­
struction." 
49 
Buckingham had the following to say concerning score 
cards: 
I think a score card of some sort is desirable, 
even if it is no more than a series of topics to be 
thought about. But a score card does not insure 
scientific methods or results. Science calls for 
something more than an instrument. In the first 
place, the instrument must be a good one. In the 
second place, the instrument must be properly used-­
used so as to yield a valid measure. In the third 
place, the user of the instrument must have a 
scientific attitude. 
The following conclusion of the National Society for the 
Study of Education50 in its study of the textbook in American 
education is pertinent to this discussion of the value of 
score cards: 
The use of a score card for the evaluation of 
textbooks has certain obvious advantages in directing 
attention systematically to various items that should 
receive consideration. On the other hand, seeming 
numerical precision may be misleading, in that the 
49 B. R. Buckingham, "The Scientific Development and 
hvaluation of Textbook Materials, 11 Official Re�ort of theDepartment of Superintendence of the National ducatio� 
Association {Washington, D. C.: Department of Superintendence, 
1933), p. 160. 
50 National Society for the Study of Education, loc. cit,
qualitative whole is seldom to be measured by the sum 
of its quantitative parts. 
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In a critical discussion of the arguments for and against 
the score card as an instrument for evaluating and selecting 
51 
textbooks, Maxwell concedes that justifiable criteria for 
formulating a score card may be lacking, that criteria used 
often represent merely the unscientific judgment of an indi­
vidual, and that the weighted items in score cards appear to 
have little scientific validity for most of their weighting. 
On the other hand, Maxwell asserts that textbook selection is 
a technical problem needing scientific procedure, and a score 
card gives an opportunity to set up criteria as a basis for 
selection, provides a convenient means of checking the ele­
ments necessary in a textbook if it is to realize its pur­
poses, and tends to remove the personal element so that judg­
ment is based more on merit. 
It is obvious that in utilizing any list of criteria for 
the evaluation and selection of textbooks, subjective reactions 
will be involved to some extent. As long as the needs of 
teachers and pupils, and the aims and objectives of teachers 
and schools, continue to vary as they do now, subjective 
opinion is probably not only unavoidable, but to a limited 
extent even desirable. Clement52 reminds us that the fact 
51 Maxwell, .2£• cit., pp. 149-51.
52 Clement, 21?.• cit., p. 14. 
73 
that some judgments are highly subjective rather than objec­
tive does not render them wholly valueless; that, nin fact, 
reliable objective measures of any sort must always be ac­
companied by some reflective thinking, which is quite subjec-
53 
tive in nature.n Insofar as this thesis applies to score 
54 cards, Franzen and Knight sum it up very well when they 
state the following: 
Opinion expressed through score card ratings will not 
give insight the judge himself does not possess, but 
opinion expressed through score card ratings has a 
better chance of being opinion up to the limit of 
insight than unanalyzed opinion has. Thus we see that 
the worth of opinion varies in merit not only with 
the true wisdom of the judge, but, also, is a function 
of the method of obtaining the opinion. Analyzed 
opinion through score card methods increases the 
chances for a judge to get all his goods to market. 
The better the score card the better the judgment will 
be. 
A Score Card for Use in Selecting 
American History Textbooks 
Bases for devising the score�• The criteria set up 
earlier in this chapter as significant for the analysis and 
evaluation of American history textbooks for use in the senior 
high school classroom have been utilized in formulating a 
score care, Table I, which may be used in selecting the text­
book or textbooks best suited for a given teaching situation. 
53 Loe. cit. 
54 Franzen end Knight, .2.£• cit., p. 17. 
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The various items have been weighted, since these criteria, 
as has been pointed out, are not of equal significance. In 
the weighting of these items, a certain amount of subjective 
opinion has necessarily entered in, and to that degree, the 
numerical values assigned are arbitrary in nature. However, 
an honest and deliberate effort has been made to maintain a 
strictly objective point of view to the greatest possible 
degree. As the reader has undoubtedly noted, the relative 
significance which various sources place on the different 
items set up as important criteria has been stressed as these 
items have been brought under discussion. The only other 
basis for determining the numerical weight to assign to each 
item evolves from the observance of how other score cards, 
none of which were specifically devised for senior high school 
American history textbooks, have weighted various items. 
TABLE I 
SCORE CARD FOR THE ANALYSIS, EVALUATION, 
AND SEL�CTION OF SENIOR HIGH SCHOOL 
AMERICAN HISTORY TEXTBOOKS 
Items involved 
I. Publication
1. Was the textbook published
recently enough to make
possible satisfactory treatment







I II III 
75 
TABLE I (continued) 
SCORE CARD FOR THE ANALYSIS, EVALUATION, 
AND SELECTION OF SENIOR HIGH SCHOOL 




2. Has the book been revised in
such a way as to more adequately
meet the needs of the pupils
and teachers?
3. Is the publishing company well-
known and reliable?
4. Does the title seem adequate'?
Total 
II. Authorship
1. Do the training and educa-
tional experiences of the
author qualify him to write an
American history textbook for
senior high school pupils?
2. Is the point of view or philos-
ophy of the author clearly
indicated and in accordance
with present needs?
3. Is the purpose of writing the
textbook definitely specified
and in accordance with generally
accepted aims of secondary
education?
4. Has the author taken into con­
sideration the latest trends in








as shown by national reports, 15 
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TABLE I (continued) 
SCORE CARD FOtt THE ANALYSIS, EVALUATION, 
AND SELECTION OF SENIOR HIGH SCHOOL 
ANu:;lUCAN HISTORY T:CXTBOOKS 
Items involved 
5. Is evidence offered that the
textbook has been adequately
tested in the classroom, or
checked by persons with class­
room experience, for practica-
l'ossible 
points 
bility and suitability? 10 
6. Is the author's style of writing
and presentation well adapted to
the pupils for whom the textbook
was written? 40 
Total 120 
III. Nature and Organization of
Content
1. Are social, cultural, and
economic matters given
enough emphasis? 80 
2. Are military and political
matters given enough but not
too much emphasis? 30 
3. Is sufficient space given to
social, cultural, economic and
diplomatic problems and af-
fairs since the Civil War? 60 
4. Is sufficient space given to
social, cultural, economic and
diplomatic problems and
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TABLE I (continued) 
SCORE CARD FOR THE ANALYSIS, EVALUATION, 
AND SELECTION OF' SENIOR HIGH SCHOOL 
AMERICAN HISTORY TEXTBOOKS 
Items involved 
5. Is sufficient space devoted
to major problems of American
life with emphasis on present
day aspects, issues, and
Possible 
points 
controversial elements? 80 
6. Is it evident that the author
has been accurate and reliable
in his presentation of data? 50 
7. Is the material gathered
around a few main topics and
into units or other divisions
convenient for teaching? 60 
8. Is the material grouped into
units so interrelated that a
definite impression of their
relation to the whole is given? 20
9. Is each new phase of the sub­
ject matter developed in
relation to the needs, expe­
riences, and interests of the
pupils? 25 
10. Is the material well adapted
to provide for individual
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TABLE I (continued) 
SCORE CARD FOR THB ANALYSIS, �VALUATION, 
AND SELECTION OF SENIOR HIGH SCHOOL 
AMBRICAN HISTORY TEXTBOOKS 
Items involved 
IV. Teaching and Learning Aids
1. Does the textbook contain a
Possible 
points 
helpful preface? 15 
2. Does it contain a helpful
introduction? 15 
3. Is the table of contents full
enough to present a suitable
idea of the scope and organiza-
tion of the subject matter? 20 
4. Does the textbook contain a
suitable listing of the maps
and other illustrative materials
found in it? 5 
5. Is the index so complete and so
arranged that the material may
be easily found? 25 
6. Does the textbook contain a
usable and helpful appendix? 10 
7. Are the number and quality of
maps satisfactory? 20 
8. Are the pictures and cartoons
effective and worthwhile, and
in proper proportion to the
rest of the textbook? 15 
9. Are other illustrative materials,
such as graphs, charts, and
tables, effective and worthwhile,
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TABLE I (continued) 
SCORE CARD FOR THE ANALYSIS, E'VALUATION, 
AND SHLECTION OF SENIOR HIGH SCHOOL 
AMERICAN HISTORY TEXTBOOKS 
Items involved 
10. Are the references to collat­
eral readings satisfactory for




11. Are appropriate questions on
the text material included? 20 
12. Are appropriate projects and
activities suggested for the
pupils? 25 
13. Are appropriate lists of terms
difficult to understand
supplied? 20 
14. Do the study helps adequately
aid in providing for individual




1. Is the binding durable and at-
20 
250 
tractive in color and design? 15 
2. Is the paper within durable,
with enough gloss to take at­
tractive cuts, but not enough
to cause eyestrain? 25 
3. Is the type clear, properly
spaced, and of size that is




I II III 
80 
TABLE I (continued) 
SCORE CARD FOR THE ANALYSIS, EVALUATION, 
AND SELECTION OF SENIOR HIGH SCHOOL 
AMERICAN HISTORY TEXTBOOKS 
Items involved 
4. Is the material well arranged
on the page with suitable mar­
gins, distinct topic headings,
and proper changes of type and
spacing to denote the relative
Possible 
points 
importance of topic headings? 20 
5. Is the size of the textbook
satisfactory in relation to the
amount of time to be devoted to
it? 5 
6. Is the whole book well propor-
tioned and attractive? 10 
Total 100 




I II III 
Weights assigned to the different groups of items. 1'he 
various items involved in the score card have been grouped 
together according to the same plan that was used in dis­
cussing the criteria significant for analyzing and evaluating 
senior high school American history textbooks. The five 
general groups of items pertain to: (1) matters of publica­
tion, (2) authorship, (3) nature and organization of content, 
81 
(4) teaching and learning aids, and {5) mechanical features.
It was necessary to decide rather arbitrarily the total
possible number of points. The range of possible points in 
other score cards observed varied from 450 to 1,000, but none 
of these included the same items that are involved in the 
present score card, nor did they group them the same. After 
considerable experimentation, it was decided that it was 
most convenient to allow 1,000 points as the highest possible 
score. 
Since the investigation of significant criteria for 
analysis and evaluation revealed that the most important 
group of items pertained to the nature and organization of 
content, an allotment of 470 points, almost fifty percent of 
the total possible points, was assigned to this group. Other 
score cards consistently gave a similar proportion of the 
points to a corresponding group of items. The second most 
important group of criteria were those dealing with teaching 
and learning aids, and to these items were allotted 250 pos­
sible points, or twenty-five percent of the total possible 
score. This allotment was equal to the maximum allowed a 
similar group of items by any other score card observed, but 
since teaching and learning aids appear to be more significant 
for the teaching of American history than for many other sub­
jects, and since none of the score cards under observation 
were specifically for senior high school American history 
textbooks, this allotment seems justifiable. The remaining 
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280 possible points were apportioned among the three remain­
ing groups of criteria on the basis of probable relative 
importance. To the items involving authorship of the text­
books were allotted 120 possible points; another 100 possible 
points went to the items concerned with mechanical features; 
and the remaining 60 points were assigned to the items in­
volving publication. 
Allotment of points to items involving publication. Of 
the four criteria decided upon as significant for the analysis 
and evaluation of an American history textbook relative to 
its publication, probably the most important one was the 
recency of its publication. In view of the rapidity with 
which events occur in the world today, and the importance 
of contemporary affairs in an American history course, it is 
obvious that the more recently an American history textbook 
was published the better. Consequently, 30 of the 60 points 
allowed for the items involving publication were allotted to 
the item relating to the recency of publication. Of the 
remaining three, that item concerning the nature of the latest 
revision seemed second most important, since a newly revised 
text might not be effective if it were not adequately revised. 
To this item 20 points were assigned. If a textbook measures 
up well in other respects, the publishing company and the 
title of the textbook seem relatively unimportant matters,so 
only 5 points each were allowed for the two items involving 
how well known and reliable the publishing company is, and 
the adequacy of the title. 
Allotment of points to items involving authorship. It 
appears from a study of the criteria concerning authorship 
that one of the moat important is that relating to whether 
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or not the training and educational experiences of the author 
qualify him to write an American history textbook. There­
fore, it seemed justifiable to allow this item 30 of the 120 
possible points assigned to the items involving authorship. 
The item concerning whether the author's style of writing 
and presentation is well adapted to the pupils for whom he 
has written is of great importance and therefore 40 points 
have been allotted to it. Of the remaining four items, the 
two involving the author's point of view or philosophy, and 
the question of whether he has taken into consideration the 
latest trends in teaching American history, seem to outrank 
slightly the two involving the author's purpose of writing 
the textbook and the offering of evidence that the textbook 
had either been tested in the classroom or checked by persons 
with classroom experience. Consequently, 15 possible points 
are assigned to each of the first two of these four items, 
and 10 points to each of the latter. 
Allotment of points to items involving the nature and 
organization of content. The items relating to the nature 
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and organiiation of the content of American history textbooks 
include five items concerned with the space allotment of the 
subject matter, one dealing with the accuracy of the material, 
three with the organization of the material, and one with its 
utility for meeting individual differences. Study of the 
criteria significant for analysis and evaluation indicates 
that the problem of the space allotment of subject matter is 
of considerable importance, so 280 of the 470 possible points 
allotted for this group of items have been assigned to the 
first five items. 
A close scrutiny of the five criteria concerned with the 
amount of space devoted to various periods, phases, and topics 
of American history reveals that it is very important to note 
whether enough emphasis has been given throughout the text to 
social, cultural, and economic matters; whether sufficient 
space is given over to the discussion of social, cultural, 
economic, and diplomatic problems and affairs since the Civil 
War; and whether sufficient space is devoted to major problems 
of American life with emphasis on present day aspects, issues, 
and controversial elements. These three items seem so vital 
to the analysis of the content that 80 points have been al­
lotted to the first, 60 points to the second, and 80 to the 
third. The item involving the whole period since the Civil 
War receives less weight because following items tend to 
cover some of the same ground. The other two items are more 
85 
or less supplemental to these three, so 30 points seem enough 
for each of them. One of the latter two, the one concerning 
whether military and political matters are given enough but 
not too much emphasis, might be said to be an antithesis of 
the one inquiring into the amount of emphasis given to social, 
cultural, and economic affairs. The remaining item involving 
space allotment of content overlaps with the two dealing with 
the emphasis on matters since the Civil War and on contempo­
rary affairs. Tb.is last criterion is concerned with the 
amount of space given to social, cultural, economic, and dip­
lomatic problems and affairs since 1900. Perhaps the three 
more important items would have sufficed for the question of 
space allotment of content, but the other two criteria were 
widely recognized, and seem to focus attention on the whole 
topic more effectively. 
Since it is obvious that the subject matter of an Amer­
ican history textbook should be reliable and accurate, it 
would seem that this matter should receive considerable atten­
tion. That it does not rate more than the 50 possible points 
allotted to it is explained on the grounds that American 
history textbook publishers and authors seem to have been very 
careful about this point, thereby diminishing the need to be 
so concerned about it. This criterion, stated as involving 
how accurate and reliable the author has been in the presenta­
tion of his data, should be applied with the thought of 
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checking upon both the author's original data and that pre­
sented from other sources. This can be done by observing 
critically certain passages from the text material and com­
paring them with similar passages from other books, and by 
noting the sources from which material is taken for present­
ing and checking them for reliability. 
The three items pertaining to how logically and system­
atically the subject matter has been organized are highly 
important. An American history textbook whose material is 
not logically and systematically arranged will not be suf­
ficiently teachable to meet most teachers' needs. One might 
well conclude, then, that the total possible points allotted 
to these items should nearly equal the total points assigned 
to the items involving space allotment. This has not been 
the case, however, largely because all of the more recent 
American history textbooks have been found to concur quite 
consistently in this respect. For the most part, any varia­
tions are found to be relatively minor. Nevertheless, it is 
important that the teacher examine the organization of content 
carefully enough to be certain that any textbook selected for 
use meets his needs satisfactorily. Of the 105 possible 
points set aside for the three items involving organization 
of materials, 60 points are delegated to the item concerning 
whether the material is gathered around a few main topics and 
into units or other divisions convenient for teaching. That 
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such weighting of this item is justifiable is indicated not 
only by the common practice of American history textbooks, 
but also by the similar organization generally found in 
courses of study for the social studies, and by the recom­
mendations of leading educators. The weighting of the other 
two items involving content organization are based on similar 
grounds, but these items are subsidiary to the other one. 
It is generally recognized that the material should be grouped 
into units so interrelated that a definite impression of 
their relation to the whole is given, but the teacher will 
desire to observe how effectively each textbook under con­
sideration has accomplished this factor. It appears that 
20 points should be enough for this item. The third item 
concerning organization, that pertaining to whether each new 
phase of the subject matter is developed out of the needs, 
experiences, and interests of the pupils, is allowed a 
possible score of 25 points, since it involves an educational 
standard highly recommended by educational authorities and 
generally practiced by textbook writers. 
The tenth and last item falling under the heading of 
the nature and organization of content also concerns a gener­
ally recognized and highly reconnnended educational standard, 
one which holds that materials should be well adapted to 
provide for individual differences among pupils and classes. 
The significance of this criterion is not denied. Nevertheless, 
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35 possible points are considered enough to allot to it here. 
The reason for this weighting lies in the fact that in Amer­
ican history textbooks, provisions for individual differences 
are possible through various types of questions on the text 
materials and suggested projects and activities for the 
students found in the study helps. It was felt necessary, 
therefore, to include an item involving provisions for indi­
vidual differences among the items involving teaching and 
learning aids. There is clearly an overlapping of items re­
sulting from this, but it seems advisable to focus attention 
on the matter from both angles. Due allowance has been made 
for this seeming duplication in the allotment of possible 
points. 
Allotment of points to items pertaining to teaching and 
learning aids. The items involving teaching and learning aids 
have been broken into smaller units than is customary in most 
score cards which are not devised for American history text­
books. As a result, excessive weighting of any one item in 
this group had to be avoided. Of the total 250 points possible 
to score in this area, no more than 25 were allotted to any 
one i tern. It would have been pos si•b.le to draw up fewer items, 
making some more inclusive than the present ones, but a more 
critical analysis and evaluation are possible this way. 
Of the fourteen criteria decided upon as significant for 
the appraisal of teaching and learning aids found in American 
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history textbooks, two seemed to be of a nature to justify 
the allotment of 25 possible points to each of them in the 
score card. These two items involved whether the index is 
so complete and so arranged that the material may be easily 
found, and whether appropriate projects and activities are 
suggested for the pupils. The first of these items might 
not be considered so important if it were not for the stead­
ily increasing trend indicated by courses of study and by 
leading educators in the social studies field toward the use 
of more than one American history textbook in social studies 
classes. If history textbooks are to be used wholly, or 
even in part, as reference books, such aids to the location 
of materials take on added significance. The second of the 
items to be allowed 25 points involves the appropriateness 
of the projects and activities suggested for the pupils. 
The suggested projects and activities are outstanding among 
the study helps. Study helps save much time and energy for 
the teacher. At the same time, the study helps, particularly 
the projects and activities proposed, are an important ele­
ment in taking care of individual differences among pupils 
and classes. One finds considerable variation in the number 
and type of projects and activities, thus giving an additional 
reason for stressing this particular kind of study help a 
little more than the others. 
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In addition to the item on projects and activities, four 
others involve study helps. These include items involving 
whether the references to collateral readings are satisfac­
tory, whether appropriate questions on the text material are 
included, whether appropriate lists of the terms difficult 
for students to understand are included, and whether the 
study helps adequately aid in providing for individual dif­
ferences. Each is allotted 20 possible points. The item 
dealing with references to collateral readings is weighted 
as it is because of the time and energy which these can save 
the teacher and pupils when and if utilized. Even though 
many teachers will not make direct use of them, these refer­
ences are useful to a teacher in compiling a list of his own, 
and they have a stimulating effect on many pupils. Questions 
on the text are valuable in directing the pupil to important 
matters contained in the text material, and in stimulating 
thought and discussion about them. Many teachers make con­
siderable use of review and discussion questions, and prac­
tically all textbooks contain them. Lists of terms to under­
stand are a common item among study helps, and a real aid to 
pupils. Often these are included in the projects and activ­
ities, but the regularity of their inclusion, and their 
recognized value, seem to justify the weighting given them. 
Study helps are an important element in taking care of 
individual differences among pupils and classes. The 
91 
question of how much weight to give to the item pertaining 
to them as aids in providing for individual differences is 
a complex one. Not only does this item arise in connection 
with the nature and organization of content, but one nrust 
also realize that if one gives a textbook a high score for 
its study helps, he has already given weight to one of the 
most important factors going to take care of individual dif­
ferences. After careful consideration, it was decided that 
to allot more than 20 points to this item would be to give 
it too nruch weight in view of the fact that this criterion 
enters, either directly or indirectly, into the weighting of 
other items. 
'l'hree other items in this category were allowed 20 points 
each. Concerning one of these, that one relating to whether 
the table of contents is full enough, nruch the same can be 
said in justifying the weighting as was said about the index. 
The other two involve illustrative materials. One inquires 
into the number and quality of the maps; the second involves 
other illustrative materials such as graphs, charts, and 
tables. Since these illustrative materials are recognized 
as definitely valuable, and since they may be hard to obtain 
if not in the textbook, it is easy to justify the number of 
points allotted to these two items. 
To three of the fourteen items involving teaching and 
learning aids, 15 possible points each were allowed. These 
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dealt with the helpfulness of the preface, the helpfulness 
of the introduction, and the merits of the pictures and car­
toons. The value of the preface as a means of furnishing 
the user of an American history textbook with pertinent in­
formation cannot be denied, nor can the importance of an 
intimate and provocative introduction for arousing the inter­
est and curiosity of the pupils. To give them more than 15 
points each, however, would seem to be weighting too heavily 
factors which do not have continual use. It is a connnon 
practice of American history authors to open each new unit 
or major division of the content with an introductory pres­
entation of some form. This factor constitutes a criterion 
for judging the item included in the group involving the 
nature and organization of content concerning vtiether each 
new phase of the subject matter grows out of the needs, ex­
periences, and interests of the pupils. As a result, it has 
not seemed justifiable to weight the item involving the 
introduction as heavily as some score cards not devised pri­
marily for evaluating American history textbooks have weighted 
it. Turning to the item concerning pictures and cartoons, 
one notes that these are effective aids in learning, but 
probably do not merit as much weight as maps and graphs, so 
an allotment of more than 15 possible points did not seem 
justified. 
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The remaining two items involving teaching and learning 
aids, one pertaining to the suitability of the listings of 
maps and other illustrative materials, and the other concern­
ing the usefulness and helpfulness of the appendixes, were 
allotted only 5 points and 10 points respectively. The 
former is really sort of a supplement to the table of contents, 
and no source consulted gave particular stress to the listings 
of illustrative materials. Furthermore, the lack of uniform­
ity among textbook writers concerning the inclusion of such 
listings raises a question of doubt regarding their signifi­
cance. The appendix of an American history textbook may 
contain some rather valuable teaching and learning materials, 
but the most important component of the appendixes of all 
American history textbooks examined was the Constitution of 
the United States, and none failed to include it. As a 
result of these observations, the weightings given these two 
items seem adequate. 
Allotment of points to items involving mechanical 
features. As one turns to the evaluation and weighting of 
items concerning the mechanical features of American history 
textbooks, the items based on what Jacobs55 calls hygienic
standards clearly require the highest rating. Of the six 
55 Jacobs, .2.I?.• cit., p. 486. 
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criteria involving mechanical features which were declded 
upon as significant, three fall into this hygienic cate3ory. 
Of the 100 possible points allowed for mechanical features, 
70 were allotted to these three items. 
The items which are based on hygienic standards concern: 
(1) whether the paper within the textbook is durable, with
enough gloss to take attractive cuts, but not enough to 
cause eyestrain; (2) whether the type is clear, properly 
spaced, and of size that is easily reaQ; and (3) whether the 
material is well arranged on the page, with suitable margins, 
distinct topic headings, and proper changes of type and 
spacing to denote the relative importance of topic headings. 
The first two of these are more definitely hygienic, and are 
vital to the welfare of the readers of the textbooks. Each 
of these items is allotted 25 possible points, and might 
have been allowed more had it not been so obvious that pub­
lishers had spent much time in making scientific investiga­
tions to determine the size of type, length of line, spac­
ing, size of pages, and any other details which might facil­
itate reading. 'I'he third of these items is important largely 
because the factors included in this item aid the pupil in 
reading more easily and understanding more res.di ly the sub­
ject matter. To this item involving the mechanical arrange­
ment of material on the page is allotted 20 possible points. 
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To be satisfactory to pupils, a book must be durable 
and attractive in color and design, a fact generally conceded 
and taken into consideration by publishers, and to this item 
is assigned 15 possible points. The item involving whether 
the whole book is well-proportioned and attractive is closely 
related to the preceding one, only is more inclusive, and is 
judged to be worth 10 points. As was pointed out in the dis­
cussion, earlier in the chapter,of criteria which should be 
considered in the analysis and evaluation of American history 
textbooks, the size of the average American history textbook 
does not make a great deal of difference provided it follows 
the general trend in textbooks, which all more recent ones 
do, and even if a textbook is too large, the teacher can 
select and use only those units or divisions which he desires 
to use. This last item, then, seems to deserve no more than 
5 possible points. 
How to� the score card. The items to be considered 
in the analysis, evaluation, and scoring of American history 
textbooks from which one proposes to make a selection were 
brought together, along with the possible points allotted to 
each item, in the score card in •rable I. The items to be 
considered are placed in the form of questions which seem to 
demand either an affirmative or a negative conclusion and 
answer. This is not entirely the case. It is not assumed 
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that a "yes 11 or "no" answer wil be given to these questions; 
rather, a qualified mental answer is expected. l:"or example, 
the answer might be, 11 Yes, most excellent," or, "Yes, good;
11
or again, "Yes, better than Book A, .but not as good as Book 
B. 11 After determining how a particula.r American history
textbook compares qualitatively with other textbooks under 
consideration, the next step is to express its rating quanti­
tatively in the score card by means of the weighted numerical 
values assigned to each item involved, through the possible 
points allotted to it. Each item is to be carefully con­
sidered in relation to each textbook, a qualitative opinion 
formed concerning how each textbook compares to the others 
relative to each individual item, and then this qualitative 
opinion transferred into a quantitative rating by means of 
scoring it in the score card. 
It is to be noted that in the case of every item in­
volved in the analysis, evaluation, and scoring of the text­
books, the number of points which is allotted is divisible 
by five. This fact is called to the attention of the reader 
because it leads to a suggestion which may facilitate the 
scoring of the items. If one considers a rating of excellent 
as worth five pGints, very good four points, good three 
points, fair two points, and poor one point, and maintains 
this same ratio for all items regardless of how many possible 
points are allotted, the transfer from a qualitative rating 
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to a quantitative rating which can be expressed numerically 
in the score card is found to be quite easy. Thus, if 25
possible points were allotted for a particular item, a 
qualitative rating of "very good 11 could be expressed quanti­
tatively by a score of 20 points, while a rating of 11 good 11
would be indicated by allowing 15 points for the item; or, 
if the textbook were considered as deserving of a qualitative 
rating somewhere between "good" and "very good, 11 it might be 
given a score of 18 for that particular item. That such a 
score might be desirable in many cases is conceivable, es­
pecially if the number of textbooks under consideration is 
large. 
The final step in the use of the score card consists of 
adding up the number of points allowed each of the textbooks 
being analyzed and evaluated to discover which has scored 
the most points out of the 1,000 points possible to score. 
The final selection of the textbook or textbooks for basic 
use in the classroom should depend upon the decision reached 
as a result of the findings of all the teachers who score 
the textbooks under consideration. However, one might care 
to follow a suggestion made by Buckingham,56 who is of the 
56 
B. R. Buckingham, "The Scientific Development and
.l!:valuation of Textbook Materials," .2£.• cit., p. 161. 
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opinion that there should be a minimum score for every major 
item in a score card below which it would be necessary to 
reject a book regardless of how good the other items were. 
CHAPTER IV 
THE USE OF THE SCORE CARD FOR ANALYSIS, 
EVALUATION, AND SBLECTION OF AMERICAN HISTORY TEXTBOOKS 
The score card presented and discussed in the preceding 
chapter has been utilized to analyze, evaluate, and score a 
group of twelve American history textbooks written to be used 
in senior high school American history classes, or in social 
studies courses which include materials from the field of 
American history. The usefulness and practicability of the 
score card for the selection of American history textbooks 
can be demonstrated in this way, and at the same time the 
trends and developments in the writing of American history 
textbooks can be examined in the light of the criteria set �p 
for their analysis and evaluation. 
American History Textbooks Used in This Study 
The textbooks chosen for investigation. Of the twelve 
textbooks chosen for analysis and investigation, seven were 
recent ones, published or brought up to date between 1940 
and 1942. The other five were published between 1932 and 
1935. 
The seven more recent American history textbooks included 
in this study are: 
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1. Canfield, Leon H., and others, The United States in
the Making. Boston: Houghton Mifflin Company, 1940.
876, XX.VII pp.
1
2. Carman, Harry J., William G. Kimmel, and Mabel G.
Walker, Historic 'Currents in Changing America.
Chicago: The John c. Winston Company, 1940. 784,
LXXIX pp.
3. Faulkner, Harold u., and Tyler Kepner, America: Its
History and People. New York: Harper and Brothers,
1942. 834, LXX pp.
4. Hamm, William A., The American People. Boston: D. c.
2
Heath and Company, 1938. 1054, LXXV pp. 
5. Harlow, Ralph Volney, Story of America. New York:
Henry Holt and Company, 1941. 813, LVII pp.
6. Muzzey, David Saville, A Histo:x;:y of Our Country.
Boston: Ginn and Company, 1941. 886, LXX pp.
7. Wirth, Fremont P., The Development of America. Boston:
American Book Company, 1941. 778, LXVIII pp.
1 References to pages in the textbook are made for use
later in the chapter. Arabic numerals refer to pages devote.a 
to content. Homan numerals refer to pages containing the 
preface, table of contents, listings of illustrative materials, 
appendix, and index. 
2 Included in the pages given for this textbook is a
supplementary pamphlet, Supplement to the American People: 
1939-1942, 35 pp., which brings it up to date. 
101 
The five American history textbooks published between 
1932 and 1935 which are included in this study are as follows: 
1. Adams, Jam.es Truslow, and Charles Garrett Vannest,
The Hecord of America. New York: Charles Scribner's
Sons, 1935. 864, CI pp.
2. Barker, Bugene c., William E. Dodd, and Henry Steele
Commager, Our Nation's Development. Evanston, Ill­
inois: Row, Peterson and Company, 1934. 784, XLVIII pp.
3. Fish, Carl Russell, and Howard E. Wilson, History of 
the United States. New York: .American Book Company,
1934. 810, LXXII pp.
4. Muzzey, David Saville, History of the American People.
Boston: Ginn and Company, 1932. 740, LIII PP•
5. Wertenba.ker, Thomas Jefferson, and Donald E. Smith,
The United States of America: A History. New York:
Charles Scribner's Sons, 1933. 639, XCIX pp.
Bases for choosing the textbooks. Three factors pre­
dominated in determining the choice of the twelve American 
history textbooks used in this study. One of these factors 
was availability. A second factor, which applies to the 
seven more recent textbooks, lay in the desire to obtain 
textbooks which were published or brought up to date between 
1940 and 1942, and which were being rather widely used at the 
present time. The third factor pertains to the five older 
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textbooks. Textbooks which were published from five to ten 
years earlier than the more recent textbooks, and which en­
joyed reasonably wide use at that time, were desired for the 
purpose of comparison wi th the later textbooks. 
Method of referring to the textbooks. It has been neces­
sary to refer to each of the twelve textbooks under examination 
so often in this chapter that it has seemed wise to use some 
symbol to represent each of the textbooks. For the sake of 
convenience, therefore, all references to the textbooks in 
the following pages have been made by using the last name of 
the author whose name comes first. Thus, in discussing, for 
example, Hamm 1s The American People, only the name of Hamm 
ha.a been employed. In the case of Historic Currents in 
Changing America by Carman, Kimmel, and Walker, reference has 
been ma.de to that textbook by use of the name of Carman. In 
order to distinguish between the two books written by David 
Saville Muzzey, the older one, History of the American People, 
has been referred to as Muzzey (1932), while the more recent 
one,! History of Our Country, is designated as Muzzey (1941). 
The names used, then, in referring to each of the twelve 
textbooks, beginning with Canfield and continuing consecutively 
through the two groups of textbooks as they appeared in the 
bibliographical listings above, are as follows: (1) Canfield, 
(2) Carman, (3) Faulkner, (4) Hamm, (5) Harlow, (6) Muzzey
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(1941), (7) Wirth, {8} Adams, (9) Barker, (10) Fish, (11) Muzzey 
(1932), and (12) Wertenbaker. 
Procedure used for analyzing, evaluating, and scoring 
the textbooks. In the process of analyzing, evaluating, and 
scoring the twelve American history textbooks, the items 
placed in the score card set up in Chapter III for the analy­
sis, evaluation, and selection of senior high school American 
history textbooks have been applied to each of the textbooks 
under consideration. Each item has been taken up in the 
order in which it appears in the score card. Each textbook 
has been scored for each of the items according to the manner 
in which it measured u p  to the other textbooks in the light 
of the criteria set up in the score card. The final results 
may be found in the score card shown in Table II, in which 
the points given to each textbook for every item are 
tabulated. 
Limitations of the analysis, evaluation, and scor1ng. 
The reader should keep in mind the fact that since no actual 
teaching situation is involved in this study of the twelve 
textbooks, the analysis, evaluation, and scoring of the text­
books must necessarily be limited by this condition in regard 
to certain items. In scoring certain items, a teacher would 
certainly want to take into account certain factors influenced 
by his particular teaching situation. F'urthennore, the 
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present analysis, evaluation, and scoring are based almost 
entirely upon data available in the textbooks themselves, 
whereas it is conceivable that better judgments might be 
formed about some items by seeking information elsewhere. 
While this procedure undoubtedly limits to some extent the 
effectiveness of this evaluation, it is justified on the 
grounds that a teacher in the field may have to rely in a 
similar way upon what he finds within the textbooks themselves. 
Items involved 
I. Publication
1. Was the textbook published




2. Has the book been revised
in such a way as to more
adequately meet the needs
of the pupils and teacher?
3• Is the publishing company 
well known and reliable? 




POINTS RECEIVED BY EACH OF TWELVE .AMERICAN HISTORY TEXTBOOKS 
AS A RESULT OF THE ANALYSIS AND EVALUATION 
Points allotted by evaluator to textbooks* 
Possible Can- Faulk- Muzzey 
points field Carman ner Hamm Harlow 1941 Wirth Adams Barker Fish 
30 Zl Zl 30 30 29 29 29 10 8 8 
20 18 0 20 14 18 20 20 . . . . 10 
5 5 5 5 5 5 5 5 5 5 5 
_5 --2 __1± __1± _l± __1± _J± -1± -1± -2.
60 54 37 59 53 56 58 58 19 17 26 









TABLE II (continued) 
POINTS RECEIVED BY EACH OF 'l'WELVE .AMERICAN HISTORY TEXTBOOKS 
AS A RESULT OF TEE ANALYSIS AND EVALUATION 
Items involved 
II. Authorshi,E
1. Do the training and educa-
tional experience of the
author qualify him to
write an American history
textbook for senior high
school pupils?
2. Is the point of view or
philosophy of the author
clearly indicated and in
accordance with present
needs?






specified and in a.ooordance
with generally accepted
aims of secondary education? 10
Points allotted by evaluator to textbooks 
Can- Faulk- �--uzzey i .. uzzey Werten-
field Carman ner Hamm Harlow 1941 Vlirth Adams Barker Fish 1932 baker
30 30 30 28 'Z7 27 'Z7 'Z7 'Z7 28 'Z7 30 
14 15 14 15 15 11 15 13 12 9 10 10 
9 8 9 9 8 8 8 8 9 7 7 5 
f--' 
TABLE II (continued) 
POii.I'rS RECEIVED BY EA.CH OF TWELVE Af.:'.ERI(;AN HISTORY TEXTBOOKS 
AS A RESULT OF THE AlJALYSIS AlJD EVALUATION 
Items involved 
4. Has the author taken into
consideration the latest
trends in the teaching of
American history as shown
by national reports,
courses of study, or other
similar sources?
5. Is evidence offered that
the textbook has been
adequately tested in the




6. Is the author's style of
writing and presentation
well adapted to the pupils
for whom the textbook was
written?
Total 
Points allotted by evaluator to textbooks 
Possible (;an- Faulk- Euzzey 1:uzzey Werten-
points field Carman ner Hamm Harlow 1941 Wirth Adams Barker Fish 1932 baker 
15 10 15 13 15 10 10 10 10 15 9 7 5 
10 8 8 10 8 8 8 8 0 8 8 2 5 
40 38 ...2.9. ...2.9. � 40 38 32 ...2.9. 30 � 26 28 
120 109 1o6 1o6 113 108 102 100 88 101 85 79 83. 
I-' 
TABLE II (continued) 
POINTS RECEIVED BY EACH OF TWELVE AMERICAN HISTORY TEXTBOOKS 
AS A RESULT OF THE AlJALYSIS AfID EVALUATION 
Possible Ce.n-
Items involved points field Carman 
III. Nature and Organization
of Content
-
1. Are social, cultural,
and economic matters
given enou6h emphasis? 80 70 75 
2. Are military and political
matters given enough but
not too much emphasis? 30 30 25 




since the Civil War? 60 60 60 




since 1900? 30 'Z7 26 
Points allotted by evaluator to textbooks 
Faulk- l�uzzey YuzzeY' Werten-
ner Hamm Harlow 1941 Wirth Adams i3arker Fish 1932 baker 
80 80 80 60 75 77 75 65 50 55 
30 30 30 20 30 30 20 20 15 17 
60 60 60 60 44 52 52 4B 56 4B 
28 30 28 30 20 20 15 15 23 15 
I-' 
TABLE II (continued) 
POINTS RECEIVED BY EACH OF TWELVE k.iERICAH HISTORY '.l'EXTBOOKS 
AS A RESULT OF THE ANALYSIS AlID EVALUATION 
Possible Can-
Items involved points field Carman 
5. Is sufficient space
devoted to major
problems of American
life with emphasis on
present day aspects, issues,
and controversial
elements? 80 70 67 
6. Is it evident that the
author has been accurate
and reliable in his
presentation of data? 50 Ji, 50 
7. Is the material gathered
around a few main topics
and into units or other
divisions convenient for
teaching? 60 60 60 
8. Is the material grouped
into units so inter-
related that a definite
impression of their
relation to the whole
is given? 20 20 20 
Points allotted by evaluator to textbooks 
Faulk- · uzzey :.iuzzey Vferten-
ner Hamm Harlow 1941 Wirth Adams Barker Fish 1932 baker 
77 80 75 65 58 60 25 15 0 5 
50 50 50 LiB Lil.i Ji, 32 'Z7 35 25 
60 60 60 50 57 40 50 35 20 20 
18 19 20 16 17 12 15 12 5 5 
...., 
TABLE II (continued) 
POINTS RECEIVED BY EA.CH OT<' TWELVE .AMERICAN HISTORY TEXTBOOKS 
AS A RES1JLT OF TI:lE ANALYSIS MID EVALUATION 
Items involved 
9. Is each new phase of the
subject matter developed
in relation to the needs,
experiences, and inter-
ests of the pupils?
10. Is the material well
adapted to provide for
individual differenoes
among pupils and classes?
Total 
Points allotted by evaluator to textbooks 
Possible Can- Faulk- lduzzey r.1uzzey 'Nerten-
points field Carman ner Hamm Harlow 1941 Wirth Ad8JllB Barker Fish 1932 baker 
25 25 25 21 23 25 20 20 15 25 23 5 5 
-22. 30 32 34 _21± ..-2.±± 22 35 -22 _22. 28 22 -1:.2 - -
470 438 440 458 466 462 391 4,00 387 342 288 231 210 
IV. Teaohin£ and Learning�
1. Does the textbook contain
a helpful preface? 15 13 12 15 13 13 10 11 10 12 11 9 9 
2. Does it contain a helpful
introduction? 15 14 13 12 10 14 15 14 15 13 15 3 5 
TABLE II (continued) 
P0IllTS RECEIVED BY EACH OF TWELVE AEERICAlJ IDSTORY TEXTBOOKS 
.AB A RESULT OF THE ANALYSIS AND EVALUATION 
Points allotted by evaluator to textbooks 
Possible Gan- Faulk- : ;uzzey l uzzey Werten-
Items involved points field Carman ner .Ha.rr.m Harlow 1941 Wirth Adams Barker Fish 1932 baker 
3. Is the table of contents
full enough to present a
suitable idea of the
scope and organization of
the subject matter? 20 14 17 17 14 14 14 14 17 14 20 19 13 
4. Does the textbook contain
a suitable listing of the
maps and other illustrative
materials found in it? 5 3 3 4 5 3 l 4 5 1 2 2 5 
5. Is the index so complete
and so arranged that the
material may be easily
found? 25 24 25 17 20 23 17 23 23 18 22 16 16 
6. Does the textbook contain
a usable and help�ul
appendix? 10 4 4 9 10 4 9 10 4 6 8 6 8 
7. Are the number and quality
of maps satisfactory? 20 13 17 20 15 15 20 11 10 9 8 20 16 
TABLE II (continued) 
POINTS RECEIVED BY EACH OF TWELVE AMERICAN HISTORY TEXTBOOKS 
AS A RES -!L1' OF 1'HE ANALYSIS AHD EVALUATION 
Possible Can-
Items involved points field Carman 




the rest of the textbook? 15 15 15 
9. Are other illustrative
materials, such as graphs,
charts, and tables, ef-
fective and worthwhile,
and in proper proportion? 20 6 20 
10. Are the references to
collateral readings sat-
isfactory for the needs
of the pupils and teacher? 20 14 20 
11. Are appropriate questions
on the text material
included? 20 18 13 
12. Are appropriate projects
and activities suggested
for the pupils? 25 21 23 
Points allotted by evaluator to textbooks 
Faulk- Euzzey 1,•:uzzey herten-
ner He.m.rn Harlow 1941 Wirth Adams Barker Fish 1932 baker 
12 12 14 9 14 9 10 11 6 2 
17 17 6 10 6 10 6 7 10 0 
19 20 16 17 15 18 20 11 16 17 
15 20 20 20 17 16 20 15 20 19 
24 
I-' 17 23 15 25 23 21 19 15 5 I-' 
ro 
Items involved 
13. Are appropriate lists of
terms difficult to under-
stand supplied?
14. �o the study helps ade-
quately aid in providing
TABLE II (continued) 
POINTS RECEIVED BY EACH OF TWELVE M,1ERICAN HISTORY TEXTBOOKS 
Af3 A RESULT 01'' 1'BE AlfALYSIS AND EVALUATION 
Points allotted by evaluator to textbooks 
Possible Can- l<'aulk- I.tuzzey ; uzzey Werten-
points field Carman ner Hamm Harlow 1941 Wirth Adams Barker Fish 1932 baker 
20 8 8 19 20 19 20 18 20 8 10 10 8 
for individual differences
among pupils and classes? 20 ....2 _!.2 18 .IL 20 14 19 16 15 13 12 -2 
Total 250 182 205 218 210 204 191 201 196 173 172 164 132 
V. IJ:echanical Features
l. Is the binding durable
and attractive in color
and design? 15 13 14 15 15 14 14 13 10 12 12 11 10 
2. Is the paper within
durable, vtlth enough gloss
to take attractive cuts,
but not enough to cause
eyestrain? 25 23 25 23 25 21 25 25 25 21 25 25 22 
C,l 
Items involved 
3. Is the type clear, properly
spaced, and of size that
is easily read?
4. Is the material well ar-
ranged on the page with
suitable margins, distinct
topic headings, and proper
changes of type and spacing
to denote the relative
TABLE II (continued) 
POLTS REUEIVED BY EAUll OF TY/ELVE A/.':.ERICAi. HISTORY TB.XTI3JOI:S 
AS A RESULT OF TEE AUALYSIS JCD EVJILUATIOH 
Possible Can-
points field Carman 
25 25 23 




:. uzzey ;,_uzzey °llerten-
ii.amm Farlow 1941 Ylirth Adams Jarker /ish 1932 baker 
25 25 23 25 22 20 17 20 22 
importance of topic headings? 20 18 20 19 19 19 20 19 18 20 20 19 19 
5• Is the size of the textbook 
satisfactory in relation to 
the amount of time to be 
devoted to it? 5 5 4 5 5 5 5 5 5 4 5 5 3 
6. Is the whole book well pro-
portioned and attractive? 10 --2 --2 10 8 --2 10 -2 10 -2 -2 10 -2 -- -- -- --
l'otal 100 93 95 94 97 93 97 96 90 86 88 90 85 
Total for all items 1,000 876 083 935 939 923 839 855 780* 719* 659 588 538 
*'l'he total scores for Adams and darker are based on one less item than a.re those of the others, since no scores 




necency of publication. An examination of the date of 
publication of the twelve textbooks under consideration re­
veals that one of them, Faulkner, was published in 1942, and 
a second one, Hamm, was brought up to date by means of a 
supplementary pamphlet covering the period from 1939 to 1942. 
�aulkner certainly rates the highest possible score of 30 
points, and one probably must give Hamm the same. Since 
those published in 1941 touch upon a majority of the contem­
porary affairs and problems about which one would need mate­
rial, 29 points do not seem too much to give to Harlow, 
Muzzey, and Wirth. The 1940 publications are a year farther 
removed, so 27 points seem appropriate for Canfield and 
Carman. One must remember that it is unusual policy for a 
publishing company to place a new edition on the market 
every year, so one cannot expect that all textbooks should 
carry a 1942 date of publication. 
'The older textbooks are limited in value so far as 
dates of publication are concerned. They would have little 
contemporary value. When American history textbooks get as 
old as that of Adams, published in 1935, they have lost much 
of their value with respect to contemporary affairs, espe­
cially with so many more recent textbooks available. Adams 
apparently deserves no more than 10 points, �arker and Fish 
8 points each, Wertenbaker 6 points, and Muzzey (1932) 5 
points. It is admitted that little basis exists for the 
allotment of points for this item to old books except to 
allow for progressive loss of value. 
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Nature of the latest revision. The nature of the latest 
revisions of the textbooks was studied to see whether they 
were so revised as to best meet the needs of the pupils and 
teacher by scrutinizing the content and watching for the 
mention of dates and events which took place during the 
period between the last two editions. 
Faulkner's textbook appeared to have undergone the 
greatest change, since all four chapters in the last unit, 
and one 1n the preceding unit offered evidence of being brought 
up to date. However, this textbook is regularly revised 
each four years, so a considerable change was to be expected. 
Nru.ch the same can be said for Hamm, except that the method 
of revision resorted to was that of writing a supplementary 
pamphlet for the last four years, which is not a method 
found too satisfactory by teachers or pupils. Wirth, who 
revises every year, has organized his material so that he 
could rework part of the last chapter of two units. Harlow, 
whose revisions have come out every four years, revised 
parts of his last two chapters. 
No other revisions seemed to affect more than one chap­
ter, if any at all. Muzzey (1941), who usually revises 
about every two years, and Canfield, who has allowed three 
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years to elapse between revisions, each have the last chap­
ter devoted to bringing their textbooks up to date. Carman 
showed a period of three years elapsing between the 1937 and 
1940 copyrights, but the writer of this thesis could find no 
new material to give evidence of any revision. 
Of the older books, Fish had revised after only one 
year, but only a few pages were affected, while Wertenbaker 
and Muzzey (1932) had revised parts oi' the last chapter after 
two and three year periods respectively. Adams and Barker 
were first editions. No information was available about 
Barker's policy of revision, but a 1937 edition by Adams 
showed no change from the 1935 textbook. 
On the basis of how well the latest revision of the 
textbook has met the needs of the teacher and pupils, Faulk­
ner, Muzzey (1S41), and Wirth seem to rate the full 20 points 
possible to score, with Canfield and Harlow receiving 18 each. 
Hamm was given 14 points, being cut down because of the in­
convenient form of revision, not because of content. The 
other recent textbook, Carman, do�s not seem to deserve any 
points, since apparently the only change made was in the 
copyright date. 
The older textbooks were not well revised. Wertenbaker 
rates only 14 points, and Muzzey (1932) and Fish 10 each. No 
basis existed for rating Adams and Barker on this item. 
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Reliability of the publishing companies. All publish­
ing companies represented by the textbooks under examination 
are well enough known and enjoy a reputation of reliability 
to meet quite adequately the needs of the teacher. There 
seems to be no reason, then, for not giving each textbook 
the full 5 possible points allotted to the item involved here. 
Adequacy of the titles� There seems to be little to 
choose between so far as the titles of the textbooks are con­
cerned. That of Carman, Historic Currents in Changing America, 
is more dynamic than the others, and would be more likely to 
catch the fancy of the pupils. As a result, Carman is given 
5 points, and all others 4 points, except Fish and Werten­
baker who are given only 3 because their titles probably 
would seem trite to the pupils. 
Authorship 
Training and educational experiences of the authors. 
All the textbooks being analyzed and evaluated rated quite 
highly in respect to the teaching and educational experiences 
of the authors. In seven of the twelve textbooks, more than 
one author collaborated in writing the book; practically all 
authors have had teaching experience; and some textbooks had 
the combination of one author representing the high sch ool 
field and the other from a college or university, which is a 
combination found to be highly favored. 
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Canfield, Carman, Faulkner, and Wertenbaker were each 
allowed the highest possible score of 30 points. The first 
of these had five authors collaborating in its writing, 
Canfield and Wilder who represent the high school field, and 
Paxson, Coulter, and Mead who are college history professors. 
Carman is in the history department at Columbia University, 
Kimmel has been supervisor of social studies in New York 
State, and Walker has taught in secondary schools. Faulkner 
is professor of history at Smith College, while his collab­
orator, Kepner, is Director of Social Studies· in the public 
schools of Brookline, Massachusetts. Wertenbaker is desig­
nated as a professor of history at Princeton University, and 
his co-author, Smith, as a history department chairman of a 
New York City high school. 
Hamm has had experience in the social studies department 
of a New York City high school, so this textbook was granted 
28 points for this item. The same score was given to the 
textbook by Fish and Wilson, since the former held down a 
professorship in history at the University of Wisconsin; 
while Wilson was in the field of education at Harvard 
University. 
All the remaining textbooks were given 27 points. 
Harlow, Muzzey, and Wirth have had college teaching experience, 
and as professors in the history field, are well qualified 
to write secondary school American history texts. Adams is 
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a well knovm historian, and his collaborator, Vannest, a 
professor of history at Harris 'l'eachers College, qualifies 
as an author. Barker and his associates, Dodd and Commager·, 
are all college history professors. 
The point of view or philosophy of the author. Since 
no actual teaching situation is involved in this study, the 
item concerning whether the point of view or philosophy of 
each of the authors is clearly indicated and in accordance 
with present needs cannot be given the full consideration 
which the evaluator would ordinarily give to it. The scor­
ing of this item is based here on how well the teacher is 
able to determine these facts from an examination of the 
textbooks, and how probable it is that the point of view wiil 
be in accordance with the average teacher's needs. A brief 
summary of the finding•s in each case is given to show how 
the points given the textbook in the score card were 
determined. 
The points of view or philosophy of five of the recent 
books were very easy to ascertain, both from the preface and 
from the content. '11he point of view of Muzzey (1941) was 
most clearly expressed in the preface, but his emphasis on 
traditional subject matter, and political and military af­
fairs, left some doubt as to its acceptability in the light 
of present day trends in American history and the social 
studies. The points of view of Carman, Hamm, Harlow, and 
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Wirth were determined with no difficulty and were most ac­
ceptable. Muzzey (1941) was allowed 11 points to 15 for the 
other four. 
A little more difficulty was encountered in determining 
the points of view of Canfield and of' Faulkner. However .,
both seemed quite acceptable from the content and organiza­
tion of the books, so they each received 14 points. 
Adams received 13 points although his point of view was 
very clear. However., while his point of view was acceptable 
for an old book, it did not measure up fully to present day 
needs. Much the same may be said of Barker's textbook as 
of that of Adams. While the point of view was easy to de­
termine, and acceptable for present needs in most respects .,
it was not quite in line with certain present day trends. 
This book was given 12 points. 
Wertenbaker•s point of view was very clearly presented 
through both the preface and the content, but a little out 
of date, with the emphasis not quite right for present needs. 
The same was true of Muzzey (1932). Both of these were al­
lowed 10 points. F'ish received 9 points. The point of view 
of this textbook was not clearly presented in the preface, 
but could be easily inferred from the preface and the content. 
It was not modern enough for the needs of today. 
The purpose of writing. After carefully looking through 
all twelve textbooks to determine whether the purpose of 
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writing was definitely specified and in accordance with gen­
erally accepted aims of secondary education, it was decided 
that the textbooks fell into four groups so far as the matter 
of expressing the reasons for writing them were concerned. 
Consequently, the textbooks are placed into four categories 
for convenience in discussing how they measure up according 
to the item involving the purpose of writing. 
Four textbooks that seemed to observe very well the aims 
of secondary education which are generally accepted today, 
but that did not state their purposes quite so clearly as 
others, were allowed 9 out of 10 possible points. 11hese were 
Canfield, Faulkner, Hamm, and Barker. 
Muzzey (1941) stated his purpose of writing especially 
well, but his purpose did not seem to correspond well with 
the generally accepted aims of education. This textbook was 
allowed 8 points, as were Carman, Harlow, Wirth, and Adams. 
None of the latter four indicated clearly their purposes, 
although there was much to show that they were in line with 
generally accepted aims of education. 
Fish and Muzzey ( 1932) each received 7 points. F'ish did 
not indicate clearly his purpose, but Muzzey (1932) does not 
observe some of the aims of secondary education generally 
accepted today. Wertenbaker is particularly weak in respect 
to his purpose, nor have present aims of education been in­
corporated into the textbook, so it rates no more than 5 
points. 
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Consideration of latest trends in teaching American 
history. In view of the fact that the investigation of cri­
teria for analyzing and evaluating textbooks so clearly indi­
cated that an item should be included in the score card in­
volving whether the author had taken into consideration the 
latest trends in the teaching of American history as shown by 
national reports, courses of study, or other sources, sur­
prisingly little evidence was visible that the authors of 
the textbooks under consideration had done so. Only four 
offered any such evidence. 
Both Carman and Barker showed that they had been guided 
by the conclusions and recommendations of the Commission on 
Social Studies of the American Historical Association. Hamm 
stated that he had relied for guidance on courses of study 
and syllabi being used in many states and cities. Faulkner 
indicated that he was guided by expert sources on matters of 
vocabulary, and it seemed probable that he had been guided 
by other types of sources, but no evidence of the latter was 
offered. A full 15 point score was given to Carman, Barker, 
and Hamm, while Faulkner received 13 points. 
While none of the others offered any evidence of having 
relied on any important sources to discover the trends in 
teaching American history, for obvious reasons, such as 
statements about content and organization in the prefaces, 
or observation of how they apparently were influenced by 
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trends emphasized by important sources, it seems reasonable 
to assume that most of them could have offered suitable 
evidence if they had seen fit. Consequently, 10 points were 
given to all but three of the remaining, in whose cases this 
assumption did not seem so obvious. Fish was allowed 9 
points, Muzzey (1932) 7 points, and Wertenbaker only 5 points. 
If these authors followed suggestions as to trends made by 
any sources, the trends are to some extent out of date accord­
ing to present standards. Of these three, it seems most 
likely that F'ish followed such trends, and least likely that 
Wertenbaker did. 
'11esting or checking the textbook before publication. 
Most of the authors indicated that their textbooks were well 
checked by persons with classroom experience and by other 
qualified persons, but only one gave concrete evidence that 
the content and organization had been tested in the class­
room before publication, for practicability and suitability. 
Except for first editions, it is hardly conceivable that the 
textbooks were not tested at least to some extent through 
classroom use. 
Because Faulkner shows clearly that his textbook organi­
zation and content were well tested as a result of seven 
years of experimentation at Brookline, Massachusetts, high 
school, in addition to having been checked by other persons, 
his textbook is given the highest possible score of 10 points. 
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At the opposite extreme, Adams and Muzzey (1932) offer 
no evidence at all of either any testing or any checking of 
their material. Since Adam's book was a first edition, a 
teacher considering its selection would want to have informa­
tion concerning this matter. For lack of such information, 
Adams was given no points for this item. Muzzey (1932) was 
allowed 2 points on the strength of the fact that it was not 
a first edition. 
All other textbooks presented evidence that other per-
sons had checked them before publication of the editions 
being examined. Two did nbt show that the persons who did 
the checking were satisfactorily qualified. Canfield fell 
down just a trifle in this respect, and considerable doubt 
existed concerning the effectiveness with which Wertenbaker 1 s 
textbook was checked. This checking by others perhaps was 
not quite so essential in the case of Canfield as there were 
five authors, two of whom were classroom teachers. Werten­
baker received 5 points, and the eight others each received 
8 points. 
Style of writing and presentation. As was pointed out 
in Chapter III, in applying to the textbooks the criterion 
involving whether the author's style of writing and presenta­
tion is well adapted to the needs of the pupils for whom he 
has written, it is necessary to take into consideration three 
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factors. 11he first factor was sentence length; the second, 
vividness of diction; and the third, the degree of fullness 
of treatment. 
In order to check upon the length of the sentences em­
ployed in each textbook, the number of words contained in 
twelve sentences of each book were counted, and the average 
number of words per sentence calculated in each case. In 
choosing the sentences, three consecutive sentences were 
taken from each of four different pages of each textbook. 
Two groups of three sentences were the first three of para­
graphs, and the other two groups crune from near the middle of 
paragraphs. The four groups of sentences were taken from 
different parts of the books, and from passages which ap­
peared representative of the textbooks. A summary of the 
results is shown in Table III. 
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TABLE III 
AVERAGE LENGTH OF THE SENTENCES IN 
TWELVE AMERICAN HISTORY TEXTBOOKS, BASED ON A 
WORD COUNT OF TWELVE REPRESENTATIVE SENT:!!."'NCES IN EACH 
Total number of Average number 
words in twelve of words per 
Textbooks sentences sentence 
Canfield 277 23 
Carman 279 23 
Faulkner 381 32 
Hamm 243 20 
Harlow 269 22 
:Muzzey (1941) 267 22 
Wirth 265 22 
Adams 228 19 
Barker 266 22 
Fish 280 23 
IVru.zzey (1932) 306 26 
Wertenbaker 258 21 
Mean 276 23 
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It was found that the mean for the twelve textbooks was 
23 words per sentence, and that the average length of the 
sentences in seven of the textbooks differed one word or less 
from the mean. These seven were Canfield, Carman, Harlow, 
Muzzey ( 1941}, Wirth, Barker, and F'ish. The a.verage sentence 
length for Hamm was 20 words, and for Muzzey (1932) 26, but 
a further perusal of these two textbooks did not indicate 
any problem in the style for senior high school pupils. A 
further scrutiny of Adams, whose average was 19, and of 
Wertenbaker, with an average of 21 words per sentence, indi­
cated that the style was a little simpler than that of the 
others. Faulkner, however, whose average sentence was indi­
cated to contain 32 words, appeared a bit involved for the 
average high school pupil. A further study of the sentence 
structure of Faulkner showed that long sentences were a 
characteristic of the textbook. 
As a means of examining the vividness of diction, selec­
ted passages involving similar passages were read and studied 
in each textbook. No great differences were evident. 'l'he 
more recent books impressed one as being a little more vivid
than the older ones except Adams. Wirth, and more particu­
larly Faulkner, seemed a little heavy for senior high school 
pupils, although not seriously so. Harlow seemed to be a 
little more vivid in places than most of the others. On the 
whole, all approached a reasonably high standard in this 
respect. 
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To determine the degree of the fullness of treatment of 
the material, a check was made to discover how fully each 
textbook covered each of three selected topics. These topics 
were (1) the drawing up of the Constitution, (2) the scandals 
of Grant's administration, and (3) the Progressive Movement. 
These three topics were chosen because they constituted 
three unrelated topics, each of which, it was felt, the text­
books should consider as a topic in itself. In case one of 
the topics was referred to in a manner which made it subsid­
iary to some other topic, no attention was given to such 
references; the purpose here was to find how fully each had 
been treated in a continuous discussion as a topic in itself. 
Since the number of words found on a page varies widely 
between textbooks, the amount of space given to each topic 
was calculated in terms of the approximate number of words 
used. To determine the number of words represented, all the 
words on three full pages of each textbook were counted, and 
the average for one page found. Then the number of pages 
devoted to the direct discussion of each of the three topics 
was determined, and the approximate number of words which 
these pages contained was computed. The results may be 
found in Table IV. 
TABLE IV 
APPROXIMATE NUMBER OF WORDS DEVOTED BY EACH OF' 
TW�LVE ANillRICAN HISTORY TBXTBOOKS TO THE 
CONTINUOUS TREATMENT OF' THriEE TOPICS 




Drawing Scandals words for 
up of under Progressive three 
Textbooks Constitution Grant Movement topics 
Canfield 1,805 1,009 3,810 6,624 
Carman 1,341 559 336 2,236 
Faulkner 3,054 1,399 1,654 6,107 
Hamm 2,610 1,044 1,131 4,785 
Harlow 1,062 3,186 1,062 5,310 
Iv:luzzey (1941) 1,512 378 6,804 8,694 
Wirth 1,218 853 974 3,045 
Adams 1,275 1,056 2,125 4,456 
Barker 1,455 312 2,422 4,189 
Pish 2,084 * 595 2,679 . . . 
:Muzzey (1932) 1,607 126 1,512 3,245 
Wertenbaker 2,781 450 1,998 5,229 
Mean 1, 81'1 864 2,035 4,716 
.;:-Fish did not give this topic continuous treatment at any 
place in the textbook. 
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The number of words devoted to discussion of the drawing 
up of the Constitution varied from 1,062 in Harlow to 3,054 
in Faulkner, with a mean of 1,817 words. 'I'he range for the 
scandals of Grant's administration is from no words in Fish 
to 3,186 in Harlow, and the mean is 864 words. For the treat­
ment of the Progressive Movement, the variation in the number 
of words is from 595 in Fish to 6,804 in Muzzey (1941), with 
a mean of 2,035 words. For the total words devoted by each 
textbook to the treatment of all three topics, the range lies 
between 2,�36 words in Carman and 8,694 in Muzzey (1941), 
with a mean of 4,716 words. Since both the emphasis and the 
organization of American history textbook authors vary, not 
too much significance should be placed on these findi�s. 
While the findings may be misleading in some cases, they are 
helpful in most cases. 
In studying these findings, one notes that a textbook 
which has not given a full continuous treatment to one topic, 
may treat another topic most completely. For instance, Muzzey 
(1941) devoted only about 378 words to the scan:ials of Grant's 
ad.ministration, but 6,804 to the Progressive Movement. 
iffuen one turns to the totals for all three topics, it 
is significant to note that all of the more recent textbooks 
except Carman, which ranks lowest, and Wirth, exceed the mean, 
while all of the older ones, except Wertenbaker, fall below 
the mean. 
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On the basis of the findings for each textbook relative 
to length of sentences, vividness of diction, and the degree 
of fullness of treatment, the scores given to each of the 
textbooks for the item concerning the style of writing and 
presentation, which carries 40 possible points, are as 
follows: Canfield, 38 points; Carman, �so points; Faulkner, 
30 points; Hamm, 38 points; Harlow, 40 points; Muzzey (1941), 
38 points; Wirth, 32 points; Adams, 30 points; Barker, 30 
points; Fish, 24 points; Muzzey (1932), 26 points; and 
Wertenbaker, 28 points. 
Nature and Organization of Content 
.Emphasis placed upon subject matter content. The study 
of criteria significant for the analysis and evaluation of 
American history textbooks, which was made in Chapter III, 
revealed that the allotment of space to different topics, 
phases, and periods of the subject matter field is of great 
importance to the teacher. Five items involving the emphasis 
placed on different phases of subject matter were included in 
the score card. They concerned the amount of attention given 
to each of the following: {l) social, cultural, and economic 
affairs in the entire textbook; (2) military and political 
matters; (3) social, cultural, economic, end diplomatic 
problems and affairs since the Civil War; (4) social, cultural, 
economic, and diplomatic problems and affairs since 1900; 
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and (5) contemporaneous problems and issues. 
Procedure for determining emphasis .2E:. phases of subject 
matter. It was necessary to discover what proportion of each 
textbook was devoted to each phase of the subject matter 
represented by the criteria set up for judging the nature 
and emphasis of the content. To do this, each book was ex­
amined carefully to discover how many full pages of actual 
subject matter content were devoted to each phase, Since the 
pages of the textbooks varied in size and in the number of 
words, it was necessary to determine the approximate number 
of words used by each textbook in dealing with each phase of 
subject matter in order to find an ade·quate basis for compar­
ison. This was accomplished by calculating the average number 
of words found in a full page of subject matter content in 
each textbook, and then multiphying this figure by the number 
of pages involved, All illustrRtive materials, study helps, 
chapter or unit introductions, and any other matter wbich was 
not actual subject matter content, were omitted in the count­
ing of pages. To facilitate the comparison, the percentage 
of the whole content given over to each subject matter phase 
by each textbook was calculated. Absolute accuracy is not to 
be expected from such a procedure, but the results were ap­
proximate enough to serve adequately for the purposes of this 
study. 
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This procedure for determining the relative qua.r).titative 
emphasis of the subject matter content is a highly objective 
one. However, a teacher will also be interested in the rela­
tive qualitativeness of the content as well, and s.s a result 
subjective opinion will influence the rating which an observ-
ing teacher will give to any textbook. Since no actual teach­
ing situation was involved in the present study, the degree 
of influence from qualitative considerations has been at a 
minimum. Since the needs and purposes of teachers in differ­
ent teaching situations are not always the same, it is obvious 
that qualitative as well as quantitative analysis is desirable. 
Relative emphasis upon social, culturs.l, and economic 
matters and upon militarr and political af'fairs. The analysis 
and evaluation of the content of the textbooks pertaining to 
the emphasis placed upon social, cultural, and economic mat­
ters, as compared to the attention given to military and 
political affairs, were accomplished by considering the two 
phases together. The number of pages and words which each 
textbook gave to social, cultural, and economic matters, and 
to military and political matters, was determined, and the 
percentage of the whole content represented by the results 
was computed. To make the analysis more complete, the number 
of pages and words left to other subject matter content was 
also computed. The latter included, for the most part, dis­
cussions of early explorations, colonization, and foreign 
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affairs not directly related to military and to domestic 
political affairs. 
In order to insure consistency, a check list of the 
topics to be included under each phase was set up, and the 
same treatment was given to like material in each textbook. 
Under social, cultural, and economic affairs, the following 
general topics were inc.luded: (1) how people live; (2) health,
welfare, and security; (3) immigration and migration; (4) re­
ligion; (5) education; (6) fine arts and other cultural mat­
ters; (7) the press; (8) science and inventions; (9) trans­
portation and communication; (10) commerce; (11) business and 
industry; (12) agricultural problems; (13) labor organization 
and problems; (14) tariff and taxation; (15) money, banking, 
and finance; and (16) the use and conservation of resources. 
Under military and political affairs, the following general 
areas were included: (1) causes and results of wars; (2) mil­
itary campaigns; (3) problems and organization of government; 
and (4) political parties and politics. 
In some instances, it was difficult to determine whether 
certain matters were being treated as economic or social in 
character, or as political, since the point of view and empha­
sis of different authors varied. This was true only in a few 
cases, particularly with the two textbooks written by Muzzey, 
and much care was exercised in dealing with these. 
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Tabulations of the findings of this particular investi­
gation are to be found in Tables V, VI, and VII. Table V 
shows the approximate number of pages and words allotted by 
each textbook to social, cultural, and economic affairs, 
along with the percentage of the whole content which this 
represents. Table VI does the same for military and politi­
cal affairs, and Table VII for the amount of space left over 
to such matters as explorations, colonization, and foreign 
affairs. In each table, the mean for the number of words 
used, and the mean for the percentage of subject matter in­
volved, are included. Thus, norms are provided to use as a 
basis for comparison. 
For social, cultural, and economic affairs, the mean 
number of words was 91,420, with a range from 46,797 to 
133,414. The mean percentage of subject matter was 36. The 
range was from 20 to 49 per cent. The means found for mili­
tary and political matters were 118,591 words, or 49 per cent, 
with the number of words ranging between 84,584 ani 139,860, 
and the percentages between 40 and 63. For the other matters 
remaining in each textbook, the number of words varied from 
�6,481 to 48,5'79, with a mean of 39,044. The range was from 
11 to 19 per cent. The mean was 16 per cent. Eight of the 
twelve books devoted 15 or 16 per cent of the content to ex­
plorations, colonization, and foreign affairs. 
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TABLE V 
APPROXIMATE AMOUNT OF EACH OF TWELVE AMERICAN HISTORY 






























































Note: No page or part of a page was counted in any case 
unless it specifically contained subject matter. The number 
of words was approximated by finding the average number of 
words per full page of each textbook and multiplying this 




APPROXIMATE AMOUNT OF EACH OF TiELVE AMERICAN HISTORY 
TSXTBOOKS ALLOTT@ TO MILITARY AND POLITICAL AFFAIRS 
Number of Number Per cent 
full pages of of subject 
Textbooks allotted words matter 
Canfield 305 1/4 117,216 52 
Carman 199 88,953 41 
Faulkner 267 1/4 136,030 46 
Hamm 362 125,976 43 
Harlow 246 130,626 42 
Muzzey (1941) 370 139,860 55 
Wirth 219 1/4 106,775 42 
Adams 298 3/4 126,968 49 
Barker 218 1/4 84,584 40 
Fish 297 3/4 117,206 49 
Muzzey (1932) 391 3/4 148,081 63 
Wertenbaker 305 3/4 100,814 58 
Mean 118,591 49 
TABLE VII 
APPROXIMA'.1.1E AMOUN 1l1 OF EACH 0.£<1 
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TWELVE AMERICAN HISTORY TEXTBOOKS ALLOTTED TO 
EXPLORATIONS., COLONIZATION, AND F'OREIGN APFAIRS
Number of Number Per cent 
·full pages of of subject 
Textbooks allotted words matter 
Canfield 85 1/4 34 ., 185 15 
Carman 72 3/4 32., 520 15 
Faulkner 84 42 ., 756 15 
Hamm 133 1/4 46., 371 16 
Harlow 85 1/4 45 ., 268 15 
Muzzey ( 1941) 125 1/4 47,345 19 
Wirth 99 3/4 48,579 19 
Adams 93 1/2 39,647 15 
Barker 68 1/4 26,481 11 
Fish 97 1/2 38 ., 707 16 
mzzey (1932) 103 1/4 39,028 17 
Wertenbaker 83 27 ., 639 16 
Mean 39,044 16 
Note: The computations in this table include all subject 
matter content not included in either Table V or Table VI. 
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Canfield was found to be about 15,000 words below the 
mean on the number of words devoted to social, cultural, and 
economic ar'fairs. However, this represented 34 per cent of 
the total subject matter in comparison to an average of 36 
per cent. Military and political affairs were dealt with 
adequately, but other matters apparently were not given quite 
enough space. In the score card, Canfield was given 70 out 
of a possible 80 points for the item concerning whetrer 
enough emphasis was placed on social, cultural, and economic 
affairs; and 30 points for the emphasis given to military and 
political affairs. 
Carman did not rate as high on social, cultural, and 
economic content as the study of the recent trends in Ameri­
can history, reported in Chapter III of this thesis, indicates 
he should, although in both number of words and percentage 
of subject matter, he was a little above the mean. Further, 
Carman was a little out of line on military and political af­
fairs, 8 per cent and about 29,400 words below the means. 
The textbook had fair balance, however, since the discrepan­
cies are due in large part to the fewer words contained in 
the entire book. Consequently, this textbook was allowed 75 
points for the first item under consideration, and 25 for the 
second • 
.t"aulkner, Ramm, and Harlow were f'ound to have placed 
considerable emphasis on social, cultural, and economic 
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affairs, and to have excellent balance in all respects. In 
number of words, they were 23,000 for .F'aulkner, 32,000 for 
Ha.mm, and 42,000 for Harlow, above the mean, and also a 
little above the mean for all other matters. Each was given 
80 points for the one item, and 30 for the other. 
In regard to social, cultural, and economic affairs, 
Muzzey (1941) was 9 per cent and 24,000 words below the 
means, and at the same time, he was almost 6 per cent and 
over 21,000 words above the means for military and political 
matters. This may be explained in part by the fact that 
while he includes nearly the S8llle subject matter as other 
recent textbooks, Muzzey places a political emphasis upon 
much of it, whereas other authors deal with the same matters 
from an economic or social point of view. Muzzey places a 
little more emphasis upon wars and certain traditional mat­
ters than do most textbooks. Muzzey's scores are 60 an:l 20 
respectively for the two items. 
Although Wirth is over 3 per cent and more than 9,500 
words above the means for social, cultural, and economic sub­
ject matter, that is none too much emphasis. He is approxi­
mately 7 per cent and nearly 12,000 words below the means for 
military and political affairs, but gives more attention to 
other matters than any other textbook under scrutiny. Wirth 
has allotted 3 per cent and 9,500 words more than the two 
means to such matters as explorations, colonization, and 
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foreign affairs. This is due largely to stress laid upon 
certain traditional aspects of American history. A score of 
75 points and one of 30 points seem justifiable for this 
textbook. 
So far as the percentages of subject matter are con­
cerned, Adams is almost identical to the mean for each phase 
of the content. Numerically, he is 14,500 words above the 
mean for social, cultural, and economic content, 8,500 words 
above for military and political subject matter, and a littJe 
over 500 above for other matters. This indicates good bal­
ance, although for a book of its size, the emphasis on the 
first content phase could be a little greater. Adams de­
serves a high score in these respects so is g iven 77 and 30 
points respectively for the two items involved in the score 
card. 
Barker devotes a larger percentage of his textbook to 
social, cultural, and economic affairs than does any other 
textbook under examination. He is more than thirteen per 
cent above the mean, although in regard to number of words, 
his is less than 9,500 words above the mean, since his book 
is smaller than most of the others. However, his textbook 
lacks proper balance. It falls nearly 9 per cent, an:i almost 
34,000 words below the two means for political and military 
content; and about 5 per cent, and a little over 12,500 words 
under the means for other matters. These conditions are 
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reflected in the score card by giving scores of 75 and 20 
points for the two items. 
Fish has fair balance as indicated by how closely both 
the numbers of words snd the percentages of subject matter 
come to coinciding with all three sets of means. He falls 
just a trifle under for all means except that one concerning 
the per cent of subject matter devoted to explorations, col­
onization, and foreign aff' airs. However, it is evident that 
not enough emphasis has been placed on social, cultural, and 
economic affairs, as compared to the amount given to military 
and political, in the light of recent trends. Therefore, the 
scores received by Fish are 65 points and 20 points. 
Much the same may be said of Muzzey (1932) as of Muzzey 
(1941), only in greater degree. Concerning social, cultural, 
and economic content, this textbook is about 16 per cent in 
subject matter, and about 43,500 words, under the norms. At 
the same time, it is nearly 14 per cent and 29,500 words too 
high in military and political subject matter. Scores of 50 
and 15 points seemed as high as could be justified. 
Wertenbaker has too few pages to cover many topics ade­
quately. His social, cultural, and economic content falls 9 
per cent, and nearly 45,000 words, below the two meens. In 
regard to military and political matters, he is 18,000 words 
under the norm, but still 9 per cent above the mean for the 
proportion of subject matter. The scores of 55 and 17 points 
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which are given for the two items in the score card are as 
high as can be justifiably allowed. 
Space allotted to the period since the Civil War. As 
was revealed in the study of the criteria for judging American 
history textbooks, the trend today is to place more emphasis 
on content relating to the period since the Civil War. One 
of the items in the score card inquires into the amount of 
space allotted to social, cultural, economic, and diplomatic 
problems since the Civil War. Since many military and polit­
ical matters are directly or indirectly related to these 
other matters, and since they were considered in the preced­
ing item of the score card, it seemed advisable to determine 
the amount of space given to all problems and affairs dating 
from the Civil War period. 
In order to find a logical place to begin counting the 
pages concerned with the period since the Civil War, and one 
which would lend itself to consistency, it was decided to 
omit from the count all pages dealing with political recon­
struction and certain other closely related matters resulting 
directly from the Civil War. 
r he computation of the amount of space allotted by each 
textbook for the period since the Civil War revealed a range 
in number of words from 64,269 in Wertenbaker to 154,521 in 
Harlow. The percentage of subject matter which each textbook 
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gave to this period varied from 35 for Wirth to 52 for Can­
field, Carman, and Muzzey (1941). The mean number of words 
was 111,399, and the mean percentage of subject matter was 
44. The complete findings are listed in Table VIII.
Five of the twelve textbooks gave 50 per cent or more
of their space to the period since the Civil War. These 
included all of the more recent textbooks except Faulkner 
and Wirth. However, Faulkner, with 46 per cent, was never­
theless about 24,000 words above the mean for the number of 
words devoted to the period since the Civil War. Muzzey 
(1932), the oldest one of the twelve books, was at the mean 
of 44 per cent. However, this textbook was over 6,000 words 
below the mean for the number of words, whereas all six of 
the more recent textbooks were above this mean also. There­
fore, Muzzey (1932) received 56 of 60 possible points, and 
the other six a full 60 points. 
TABLE VIII 
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Note: Pages and words devoted to political reconstruc­
tion and other closely related matters directly resulting 
from the Civil War are not included for any textbook. 
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To justify giving 60 points to the six recent textbooks, 
it is necessary to analyze the findings shown in Table VIII. 
One notes that Carman, who is only about 1,000 wor•ds above 
the norm, nevertheless devotes 52 per cent of the subject 
matter to the p0riod since the Civil War. Canfield has given 
a little over 10,000 words more than the mean to this period, 
and also is 8 per cent above the mean in the proportion of 
subject matter. Faulkner is 2 per cent above the mean for 
the percentage of subject matter, but is nearly 24,000 words 
above the mean for the number of words. Faulkner devotes a 
nruch greater portion of his book to the nature and organiza­
tion of the Constitution and the government in connection 
with that portion which discusses the drawing up oi' the 
Constitution, which explains wr1y his book does not stand 
higher in relation to percentage of s . ,.bject matter J.'or the 
period since the Civil War. 'I'his is an unique feature of 
.r.<'aulkner which does not cause the book to lose value ina.s­
nruch as sufficient emphasis is given to the period under con­
sideration. Little need be said in explaining the 60 points 
given to Hamm, Harlow, and Muzzey, since each was well above 
both means. 
Only 44 points are given to Wirth, because an American 
history textbook published so recently should have more of 
the content dealing with the post Civil War period. This 
textbook is more than 21,000 words below the mean number, and 
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is 9 per cent below the mean for the proportion of subject 
matter involved. 
Adams and Barker received 52 points each. Adams is only 
12,000 words below the mean as compared to 26,500 for Barker, 
but the proportion of Barker's book devoted to matters dating 
from the Civil War is less than 4 per cent below the mean 
compared to 6 per cent below for Adams. 
Fish and Wertenbaker were allowed 48 points each. Each 
is around 8 per cent below the mean for the amount of subject 
matter represented, although Wertenbaker is farther below 
the mean for the number of words, since the book is smaller. 
Amount of space allowed for the period since 1900. The 
same procedure was followed in examining the textbooks to 
find how much space was given to the period of American 
history since 1900 as was used for the period since the Civil 
War. In this case, a mean of 69,090 words was found, and a 
mean of 27 per cent for the proportion of subject matter in­
volved. 'l'he findings are tabulated in Table IX. 
As a general rule, it was found that older books naturally 
did not measure up as well as recent ones. Hamm and Muzzey 
(1941) rated highest in respect to the amount of attention 
given twentieth century problems and affairs, and each received 
the highest possible score of 30 points. Muzzey (1941) devoted 
11 per cent more than the mean of subject matter to this period, 
while Ha.mm allotted 9 per cent more than the mean. 
TABLE IX 




HI.STORY TEXTBOOKS ALLOT'l'.b:D '110 
THE PERIOD OF AMERICAN HISTORY SINCE 1900 
Number of Number Per cent 
full pages of of subject 
Textbooks allotted words matter 
Canfield 193 77,393 33 
Carman 158 70,626 33 
Faulkner 173 88,057 30 
Ramm 304 3/4 106,053 36 
Harlow 174 1/4 92,527 30 
N.uz zey (1941) 259 1/4 97,996 38 
Wirth 121 1/4 59,039 23 
Adams 129 1/4 54,931 21 
Barker 101 1/4 39,285 19 
Fish 114 1/4 45,357 19 
M.uzzey ( 1932) 173 1/2 65,583 28 
W-ertenbaker 96 3/4 32,228 18 
l\lean 69,090 27 
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Faulkner and Harlow were given 28 points each. These 
two textbooks were well above the mean for the number of 
words, by 19,000 and nearly 20,500 respectively, although 
not so far above as Hamm and Muzzey, but Faulkner and Harlow 
were only 3 per cent above the mean for the percentage of 
content. In view of the fact that the older textbooks natu­
rally tend to lower the mean, these books probably should be 
more above the mean. 
Canfield and Carman were each 6 p er cent above the 
mean, but only a little over 8,000 and 500 respectively above 
the mean for number of words. Consequently, Canfield was 
judged to be worth 27, and Carman 26 points. 
Muzzey (1932) was allowed 23 points. For a textbook ten 
years old, it contained a considerable amount of twentieth 
century material. It was even with the mean for the pro­
portion of subject matter involved, and only 3,500 words 
below the other mean. 
Adams, 6 per cent below the one mean and over 14,000 
words below the other, was allowed 20 points. Since Wirth, 
one of the more recent textbooks, lacked 10,000 words of 
measuring up to the norm for the number of words, and 4 per 
cent of the norm for the proportion of subject matter rep­
resented, 20 points were also allowed this book. 
The three remaining textbooks, Barker, I<'ish, and Werten­
baker, were 8 or 9 per cent below the mean for content, so 
each received 15 points. 
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.l:!:mphasis placed upon contemporaneous problems and issues. 
In analyzing and evaluating the several textbooks relative to 
the amount of space devoted by each to major problems of Amer­
ican life with emphasis on present day aspects, issues, and 
controversial issues, it was decided to limit the investiga­
tion of the textbooks to problems and affairs dating back to 
the beginning of President Roosevelt's first administration. 
It is obvious that some matters which may be traced back more 
than a decade may be important to the understanding and ap­
preciation of contemporaneous problems and affairs, and that 
others which date back less than ten years may hold little 
significance today. The procedure adopted was deemed advis­
able, nevertheless, because it is convenient and lends itself 
to consistency. 
A check list of important contemporaneous matters which 
ideally should be given attention by a senLor high school 
American history textbook was compiled to facilitate the in­
vestigation of this item. This list was made up after look­
ing through the textbooks and courses of studies for the 
social studies, and after noting comments and suggestions 
made in various publications. 
tained in this list include: 
The problems and issues con­
(1) pressure groups, propaganda, 
and propaganda methods; (2) Pan-American problems and rela­
tionships; (3) foreign relations and diplomacy; (4) national 
defense and the war; (5) labor organization and problems; 
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(6) agricultural problems; (7) business organization;
(8) transportation and communication; (9) extension of gov­
ernmental activities; (10) New Deal policies and politics; 
(11) government finance and taxation; (12) problems of economic
security; (13) problems of democracy; (14) the use and con­
servation of human and natural resources; (15) racial prob­
lems; and (16) cultural and intellectual matters. 
Since it appeared that means based on all the textbooks, 
including some so old that few, if any, contemporaneous mat­
ters could possibly be taken up in them, would serve poorly 
as a basis for judging the more recent textbooks, the means 
in this instance were computed only from the seven more recent 
textbooks. Table X reveals that for the ten books from whid:l 
data were gathered, the range of words used for discussing 
contemporaneous affairs ranged from 2,938 in Fish to 45,240 
in Hamm. IVluzzey (1932) and Wertenbaker were published at 
about the beginning of this period. The means for contempo­
raneous affairs for the seven more recent books were 24,563 




APfHOXIWIATE AMOUNT OF EACH OF TWELVE AMERICAN HISTORY 
Tl!.,XTBOOKS ALLOTTED TO CONTEMPORANEOUS AFF'AIRS 
Number of Number Per cent 
full pages of of subject 
Textbooks allotted words �atter 
Canfield 54 21,654 9 
Carman 36 3/4 16,428 8 
Faulkner 70 1/2 35,840 12 
Hamm 130 45,240 15 
Harlow 47 24,957 8 
Muzzey (1941) 40 3/4 15,403 6 
Wirth 25 1/2 12,419 5 
Adams 31 13,175 5 
Barker 12 4,656 2 
Fish 7 1/2 2,938 1 
Muzzey (1932) • • • . . . . .
., 




-�Muzzey (1932) and Wertenbaker are such old textbooks tbat
neither contain ed enough on contemporaneous affairs to make
computations worthwhile •
.,,�r;.;<'"Means are calculated for on ly the seven more recent textbooks. 
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The textbook giving most emphasis to contemporaneous 
matters was that of Hamm, who was almost 21,000 words above 
the mean for the number of words, and 6 per cent above the 
mean for the proportion of the subject matter represented. 
Faulkner was the only other textbook to be above both means, 
the first by more than 11,000 words, and the second by 3 per 
cent. Hamm was given the highest possible score, 80 points, 
and Faulkner received 77 points. 
Canfield was at the mean in respect to the proportion 
of content concerned, and 3,000 under the mean for the number 
of' words, so received 70 points. Harlow received 75 points, 
since the book was a few hundred words above the mean for the 
number of words involved, although about 1 per cent under the 
mean regarding the amount of subject matter concerned. 
Carman was about 8,000 under the mean for the number of 
words, and 1 per cent under the mean for the amount of con­
tent, so was allowed 67 points. Muzzey (1941) was also about 
9,000 woras under the first mean, but this represented about 
3 per cent less than the mean for the proportion of subject 
matter, so only 65 points were allotted. 
Adams rated ahead of Wirth with 60 to the latter's 58 
points. Adams was over 11,000 words lower than the mean, and 
4 per cent short in the proportion of subject matter devoted 
to contemporaneous affairs. This was not bad for a textbook 
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published in 1935, but obviously would not meet present needs. 
Wirth was about 12,000 words short of the mean for the number 
of words, and 4 per cent below the other mean, which is not 
very satisfactory for a textbook published as late as 1941. 
'I'he other four textbooks, published from 1932 through 
1934, offered very little with which to evaluate tbem, as the 
period under consideration began in 1933. Barker was allowed 
25 points, Fish 15 points, Wertenbaker 5 points, and Muzzey 
(1932) O points. 
Accuracy and reliability of data presented. The best 
procedure for checking upon the authors' accuracy and relia­
bility in their presentation of data appeared to be that of 
reading selected passages from each and observing any signs 
of' inaccuracy or unreliability. Not many authors gave a 
very complete picture of the nature of the sources from which 
they secured data to include in their textbooks. 
The more recent textbooks showed decided evidence that 
they were more reliable and accurate than the older ones. 
Adams measured up quite well, but an examination of speci fic 
data found in the other old textbooks did not give a favor­
able impression. It is significant to note that Muzzey has 
made changes in the subject matter of his recent textbook 
which eliminate the evidence of inaccuracy and unrelie.bili ty 
in his textbook of 1932. 
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The data covering four topics, about which authors in 
the past have been known to be inaccurate and unreliable, 
were critically studied and analyzed in each of the textbooks. 
These topics were: (1) the causes and developments leading up 
to the American Revolution, (2) the causes and developments 
leading up to the Mexican War, (3) the causes and develop­
ments leading up to the Spanish-American War, and (4) the 
negotiations and diplomacy related to the building of the 
Panama Canal. 
As a result of the analysis, four textbooks received the 
highest possible score of 50 points allotted in the score 
card to the item involving the accuracy and reliability of 
the author's data. 'rhese were Carman, F'aulkner, Hamm, and 
liarlow. In each case, evidence was found that good sources 
were utilized in obtaining data. Carman and Hamm listed 
outstanding sources in their prefaces. The other two indi­
cated in the text the sources from which they quoted. Fur­
thermore, all seemed very accurate and reliable in dealing 
with the four topics which were studied. 
No evidence of inaccuracies or lack of reliability was 
noted in Muzzey (1941), but only a few good sources of data 
were shovm in the text material. '11his textbook was given 
48 points. 
To both Canfield and Adams, 46 points were allowed. The 
subject matter examined was accurate in each case, but very 
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few sources, less than in Muzzey (1941), were revealed by 
either. 
Neither did Wirth indicate many sources, and these chiefly 
newspapers. In the treatment of the topics investigated, no 
real inaccuracies were apparent, but some things were passed 
over in such a way as to make one question the reliability. 
ferhaps this may be at least partly explained by the fact 
that the author did not emphasize very strongly the particular 
topics used for checking. Consequently, 44 points were al-
lowed Wirth on this item in the score card. 
Both Barker and Muzzey (1932) indicated a few good sources 
which were utilized, but both were inaccurate and misleading 
in the presentation of certain data. Of the four topics 
studied, Barker treated satisfactorily only that concerning 
the Mexican War, and Muzzey (1932) only the Panama Canal -
negotiations. Barker gave a one-sided impression about the 
causes of the American Revolution in particular, by placing 
practically all the blame on the British while he whitewashed 
the Americans. As a result, Muzzey (1932) seemed to deserve 
no more than 35 points, and Barker 32 points. 
The other two old textbooks, Fish and Wertenbaker, re­
ceived only 27 and 25 points respectively. No evidence of 
any sources of material were found in Fish, and the data 
were not too reliable for any one of the four topics. Like 
Barker, Fish gave an impression about the causes of the 
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American Revolution with which unbiased historians do not 
agree. Wertenbaker offered evidence of some good sources, 
but was quite inaccurate and unreliable in the treatment of 
certain matters. 
Organization of subject matter into units conv enient f.2.!:. 
teaching. Of the twelve textbooks being evaluated, ten of 
them used a unit plan of organization of some type. Only the 
two.oldest were exceptions. On the whole, the more recent 
textbooks show that decided progress has been made in the 
past decade in organizing American history subject matter 
into units convenient for teaching. 
'l'he highest possible score of 60 points was given to five 
of the recent textbooks. These were Canfield, Carman, Faulk­
ner, Hamm, and Harlow. All but Faulkner devoted four logical­
ly organized units to the period of American history extending 
through the Civil War and the reconstruction period. In each 
case, a chronological arrangement was followed in these four 
units, and although there were some variations, all were 
quite satisfactory. For the period since the Civil War, Hamm 
had three units, Carman had five, and each of the others four. 
All broke this period of American history into separate phases 
and dealt thoroughly with each. The organization differed 
somewhat in each case, and certain teachers would find one 
more preferable than others, but on the whole, all were quite 
convenient for teaching. In each case, the material was 
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organized topically within each unit. However, a teacher who 
is particularly interested in a chronological treatment of 
the period since the Civil War would prefer Carman. Another 
teacher might be particularly impressed by a unit in Canfield 
which deals specifically with political events and gives a 
chronological summary of the period from 1865 to the present. 
Faulkner's unit organization does not follow the srune 
general plan as the four just discussed, but to some teachers 
would be most preferable. Others would not care for it. The 
material is organized into six large and comprehensive units. 
The first unit truces one chronologically through the .American 
hevolution, The next four take up large phases and treat them 
chronologically and topically. The last one deals largely 
with affairs of the last decade. 
Much.the same pattern is followed by Wirth as by the 
fir•st five textbooks discussed . However, he has organized 
his material into twelve units, with the first seven dealing 
with the ·period through the Civil war, chronologically arranged 
for the most part . Of the remaining five, four take up large 
phases of history, a.nd the last traces political history 
chronologically from the Civil War to the present. The con­
tent seems broken up a little too much for the greatest con­
venience in teaching, so this textbook was cut down to 57 
points, although some teachers might prefer it to any other. 
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One interested in a strictly chronological arrangement 
of content might prefer Muzzey (1941), who utilizes a strictly 
chronological development of material. This book is organ­
ized into nine units with four chapters to the unit, except 
the last with three. The units are a convenient size for 
teaching, but are not sufficiently meaningful. Since this 
organization does not conform to generally accepted educational 
theory, only 50 points are allowed. 
barker is organized into nine units, four chronologically 
through the Civil War, and the other five around signifi cant 
phases of American history. However, it is not well balanced 
for convenience in teaching, so has received 50 points. The 
units vary widely in size. 
The unit organization of Adams is not one most convenient 
for teaching. Of the seven units, the first goes through to 
Washington's administration, and the second on to the present. 
The latter is so large that it is out of proportion to the 
others. 'rhe other five take up different phases of American 
history and carry them clear through. All are chronologically 
and topically arranged. Since Adams seems to be somewhat out 
of balance in its organization, only 40 points have been given, 
Only 35 points go to Fish. This textbook is divided into 
six units, but is organized on a chronological basis through­
out. Therefore, the units are less meaningful, and are not 
particularly convenient for teaching. 
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Neither Muzzey (1932) nor Wertenbaker is organized into 
units or any other major divisions. The chapters are well 
arranged in a chronological manner which makes both as con­
venient as could be expected under the circumstances, so each 
is allowed 20 points. 
Interrelation of units. The seven more recent textbooks 
were again generally superior to the older ones in respect t.o 
the manner in which the material in each was grouped into 
units so interrelated that a definite impression of their re­
lation to the whole is given. A full 20 points was given, 
for the item involving this interrelationship of units, to 
Canfield, Carman, and Harlow. In each case the interrelation­
ship was very definite and satisfactory, with one unit lead­
ing smoothly into the next. Harmn had no previews to assist, 
but took care of this well in the first few pages of appro­
priate chapters, so it received 19 points. 
:B'aulkner, Muzzey (1941), and Wirth were also quite sat­
isfactory. Faulkner was cut to 18 points merely because there 
seemed to be some doubt that all pupils would sense the re­
lationship between certain units. The teacher would have 
little difficulty, but it might be too complex for pupils. 
Muzzey 1 s organization was strictly chronological, and from 
that point of view a definite impression of the whole resulted 
from the unit organization, but the units lacked sufficient 
meaningfulness, so 16 points were allowed. 11he interrelation 
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of units was quite logical in Wirth, although the large num­
ber of units detracted a little from their effectiveness in 
this respect. Wirth received 17 points. 
The unit arrangement of Barker did not give a particularly 
favorable impression of the relation of the units to the who.le. 
Some gave an impression of being unrelated, although previews 
helped somewhat to overcome this condition. A score of 15 
points was recorded for Barker. 
The second unit of Adams is so large that the following 
five seem subsidiary to it. The unit relationship which re­
sults is not a logical one. The score given to Adams is 12 
points. Fish received 12 points. The relationship is a 
chronological one, and the six units give a fairly good im­
pression of the relation of each unit to the whole. 
Neither Muzzey (1932) nor Wertenbaker contain a unit 
organization, but the cha1--ters are fairly large, and compre­
hensive enough to give some impression of the relation of 
each to the whole. Therefore, 5 points were allowed to each. 
Development of each new phase of the subject matter. It 
was found that four textbooks measured up so well to the cri­
teria involving whether each new phase of the subject matter 
is developed as growing out of the needs, experiences, and 
interests of the pupils, that each of them was allowed the 
highest possible score of 25 points. These were Canfield, 
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Carman, Harlow, and Barker. They utilized both previews to 
units and introductory paragraphs in chapters as effective 
devices for this purpose. Hamm accomplished almost every­
thing within chapters that these four did with their previews, 
hence 23 points were allotted to this book. 
Fish definitely took into consideration the needs, expe­
riences,and interests of the pupils, and used his previews 
rather effectively. The book was given 23 points on this item. 
Faulkner was written with the object in mind of developing 
each new phase as growing out of the pupils' needs and inter­
ests, but the unit introductions are not quite so effective. 
Faulkner received 21 points. 
A score of 20 points went to both Muzzey (1941) and 
Wirth. Both have previews of the units which help, but it 
is debatable to how great a degree the authors were consider­
ing the needs, experiences, and interests of' the pupils. 
There is insufficient evidence that Adams gave this 
matter serious consideration. The unit introductions are not 
so very helpful. Only 15 points seem justifiable in this case. 
Both Muzzey (1932) and Wertenbaker gave very little 
attention to this point, so are allowed only 5 points. The 
chapter organization contributes a little, however. 
Provisions for individual differences. In order to de­
termine whether the material in each textbook is well adapted 
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to provide for individual differences among pupils, the text­
books were examined with three factors in mind. These were: 
(1) whether some material could be omitted for slow groups
and still retain continuity; (2) whether enough material is 
available to satisfy the needs of superior pupils; and 
(3) whether the study helps are a real aid.
The two textbooks which seemed to measure up best in all
three respects were Wirth and Adams. Several other textbooks 
surpassed them in certain aspects, but these two had the best 
balance. Consequently, these two received 35 points each. 
Faulkner, Hamm, and Harlow included more for the superior 
pupil, and excellent study helps, but in each case a problem 
a.rises as to what could satisfactorily be omitted for a slow 
group without destroying the continuity too much. It must 
be conceded that, while this condition may detract just a 
little in providing for individual differences, it strengthens 
these textbooks in respect to other factors. Under the cir­
cumstances, 34 points for each seemed justifiable. 
Another textbook easy to adjust to individual differences 
is Barker. However, some difficulty in providing adequately 
for the superior pupils might arise, so 33 points were al­
lowed. A score of 32 points was given to Carman, whose 
study aids seem particularly helpful for this purpose. There 
is probably enough material for all types of students, but it 
might be a little difficult to decide what to omit if one 
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finds too much material for slow pupils. Canfield received 
30 points on the ground that the study helps are not as good 
as some for providing for individual differences. 
On the basis that the study helps are fairly satisfac­
tory aids in dealing with the problem of individual differ­
ences, Fish was allowed 28 points. Both of the textbooks by 
Uuzzey received 22 points, since it would be difficult to 
know what to omit with a slow group due to the chronological 
organization, and neither have study aids which would help 
much for the purpose under consideration. 
Only 15 points were allowed Wertenbaker. The study helps 
contributed very little, and there is much too lit tle material 
to meet the needs of superior students under ordinary circum­
stances. Nor would it be easy to know what to omit for a 
slow group although it is most unlikely that this would be 
necessary. 
Teaching and Learning Aids 
Helpfulness of the preface. Among the items involving 
teaching and learning aids, the first one found in the score 
card concerns the helpfulness of the preface. The prefaces 
of the several textbooks were analyzed and evaluated by not-
ing the nature and value of the information which each contained. 
It was found that Faulkner's preface was slightly supe­
rior to all others, so this textbook was the only one to 
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receive a full 15 points for the item involved. Faulkner's 
preface contains an excellent discussion of his point of view 
and purpose, the organization of the material, several out­
standing features of the textbook, the nature of the latest 
revision, how to use the study helps, and acknowledgments to 
various persons who contributed in one way or another to the 
textbook. 
The prefaces of Canfield, Carman, Hamm, Harlow, and 
Barker were all on about the same level, although none of 
these offered as much as that of Faulkner. None of these 
discussed so fully the outstanding features, nor the nature 
of their revisions. Carman had less to say about study 
helps, and Barker contained very little in the way of ac­
knowledgments. Therefore these two were given 12 points as 
against 13 points for the other three. 
Wirth and Fish covered practically the same grouniin 
their prefaces as the textbooks which received 12 or 13 
points, but offered a little less information in the process, 
so the two were given 11 points each. 
Fewer factors were considered by the four remaining 
textbooks. Muzzey (1941) gave an excellent account of the 
author's point of view and purpose, explained the organiza­
tion, and added a few acknowledgments. Adams presented the 
author's point of view well, pointed out several outstanding 
features of the textbook, and discussed the organization. 
Both seemed worth about 10 points when compared with the 
others. 
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The leading feature in the prefaces of Muzzey (1932) 
and Wertenbaker were their suggestions for using the text­
books. Muzzey brought out the author's point of view and 
purpose, while 'Nertenbaker explained the point of view, and 
included the names of persons who gave assistance. Each was 
deemed to rate 9 points. 
Nature and value of the introductions. The authors of 
more recent textbooks show a tendency to omit a formal intro­
duction and to depend upon a preview, or introduction of some 
sort, to each unit for arousing the interest and curiosity 
of the pupils. Muzzey (1941) was the only recent textbook 
to contain an introduction, and it was a very good one. Pre­
views to each unit were also included. Two older textbooks, 
Adams and Fish, also combined an introduction and previews to 
units to good effect. Each of these three received a full 
15 points. 
Canfield, Harlow, and Wirth rated 14 points, within a 
point of the highest possible score. Canfield had no formal 
introduction, but in addition to previews for each unit, had 
an excellent one to introduce Part II of the textbook which 
deals with the period since the Civil War. In addition to 
very good previews, Harlow had a brief introduction which 
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would aid in stinrulating interest in subject matter. Wirth 
·also had a brief introduction, in which pupils are advised
how to use the textbook, in addition to unit previews.
Both Carman and Barker rely entirely upon previews for 
introductory purposes, but they are very good ones, so 13 
points .are justified for each textbook. Faulkner also depends 
upon unit previews for this purpose, but the previews are 
not quite as effective, so the book is cut to 12 points. 
Neither a formal introduction nor previews are found in 
Hamm, who depends entirely upon introductory remarks within 
certain chapters and upon content for arousing interest and 
curiosity. He accomplishes his purpose well enough by this 
device to deserve 10 points. 
Only a brief introductory note in the preface was found 
in Wertenbaker, and no previews or the equivalent, so this 
textbook rated no more than 5 points. Muzzey (1932) had no 
introduction of any kind, so this book was rated 3 points. 
Fullness of the table of contents. The two textbooks 
. whose tables of contents were most complete were older ones, 
Fish and Muzzey (1932). Not only did each of these give a 
suitable idea of the scope and organization of the textbook, 
but geve the pages for both the chapters and sections of 
chapters. Fish also gave unit headings, so received 20 
points to 19 for Muzzey (1932). 
169 
The textbooks which included in their tables of contents 
the titles of the units, the chapters, and the section head­
ings, and gave the pages for the chapters only, received 17 
points. 'l'hese were Carman, Faulkner, and Adams. 
The remaining textbooks had the· unit and chapter titles 
in their tables of contents, and the chapter pages; except 
Wertenbaker who had no uni ts to include. '11herefore, the lat­
ter received 13 points, while 14 points went to Canfield, 
Hamm, Harlow, Muzzey ( 1941), Wirth, and Barker. 
Listings of the illustrative materials. 'l'he most complete 
listings of illustrative materials were found in Hamm, Adams, 
and Wertenbaker, all of whom listed all illustrative materials 
found in their textbooks. Each received a full 5 points for 
the item involved. 
In addition to a complete list of the maps, Faulkner 
added a list of the items found in the appendix, and Wirth 
added a list of charts. To these two were given 4 points 
each. 
For complete lists of maps, and nothing more, Canfield, 
Carn�n, and Harlow were each allowed 3 points. 
Only the more important maps were specified in the list­
ings of Fish and Muzzey (1932). The latter included all 
full-page and double-page maps, while Fish named only the 
colored maps, but the latter also listed items in the appen­
dix. Therefore, each received 2 points. 
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Only a single point went to Muzzey (1941) who listed 
only six colored maps, and to Barker who itemized the appendix. 
Completeness and arrangement of the indexes. In order 
to determine how complete and how well arranged the ind.ex of 
each textbook was, and the relative ease with which materials 
could be found, it seemed appropriate to investigate three 
factors. One of these concerned the relative size of each 
index; a second factor, the proportion of multiple references; 
and the third, the ease with which the type could be read. 
In perusing the indexes to examine the relative number 
of multiple references, and the ease with which various items 
could be located in each textbook, it was noted that a direct 
relation existed between these factors and the general size 
of the index. Therefore, a check was made to see how many 
pages each textbook included in its index. Since both the 
size of the pages and of the type varied, it was necessary 
to find some other basis for comparison. Since each of the 
twelve textbooks utilized half-lines, the total number of 
half-lines was calculated for each textbook by counting the 
number on each page and then multiplying by the total number 
of pages. Due to the difference in the number of words per 
line, one could not expect accurate results, but the approx­
imation served the purpose for which it was intended. 
The range in the total number of half-lines was from 
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1877 in mzzey (1932) to 5236 in Carman, and the mean was 
2900. Four of the recent, and two of the older textbooks 
were above the mean. The complete findings are shown in 
Table XI. After judging the worth of the indexes in the 
light of these findings, it was necessary to make some al­
lowances for the nature of the type. That of Fish and 
Wertenbaker was quite small and hard to read, so a loss of 
2 points resulted. Single points were taken from Hamm, 
Wirth, Adams, and Muzzey (1932) whose indexes were more dif­
ficult to read than those of other textbooks. The final 
tabulation showed Carman rating the full 25 points allotted 
for this item. Canfield received 24 points, with one less 
point going to Harlow, Wirth, and Adams. Fish was given 
22 points, Hamm 20 points, and Barker 18 points. Faulkner 
and Muzzey (1941) received 17 points, while the remaining 
two, Muzzey (1932) and Wertenbaker, were each a point under 
them. 
TABLE XI 
APPROXIMAT:b.: NUMBBR OF PAGES AND NUMBER OF HALF-LINES 
INCLUDED IN THE INDEX OF �ACH OF TNELVE 
AMERICAN HISTORY T�XTBOOKS 
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Number Half-lines Total number 
of per of 
Textbooks pages page half-lines 
Canfield 27.5 126 3465 
Carman 49.4 106 5236 
Paulkner 14.2 130 1946 
Hamm 17.1 132 2647 
Harlow 28.7 108 3106 
Muzzey (1941) 19.5 98 1911 
Wirth 25.6 148 3789 
Adams 28.3 120 3396 
Barker 18.0 114 2052 
Fish 23.5 148 3478 
Muzzey (1932) 14.9 126 1877 
Wertenbaker 13.0 146 1898 
Mean 2900 
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Value of the appendixes. As a result of the analys is 
of the appendixes of the 'twelve textbooks for the purpose of 
determining the usefulness and helpfulness of each, it was 
found that every one contained the Declaration of Independence 
and the Constitution of the United States. Since these two 
items were all that the appendixes of Canfield, Carman, Har­
low, and Adams contained, these four textbooks each rated 
only 4 points. 
The most helpful appendixes were presented by Hamm and 
Wirth. An excellent chronological outline of events and in­
formation about the St2tes and territories of the United 
States were found in each. The former also included informa­
tion on the sessions of Congress and about citizenship and 
naturalization. The latter contained information about the 
presidents and vice-presidents, and a special list of reading 
references. Consequently, the highest score of 10 points 
went to Hamm and Wirth. 
The same number of items was found in Wertenbaker, but 
two of them, the Gettysburg Address and Wilson's Fourteen 
Points, were not as appropriate for inclusion in the appendix 
as corresponding items in either Ha.mm or Wirth, since they 
are not materials to which one would very often refer. As a 
result, Wertenbaker was cut down to 8 points. 
Faulkner and Muzzey (1941) had five good items, all 
helpful, so received 9 points, while Fish who also included 
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five items, received only 8 points because the information 
was not quite so helpful and usable as that of the other two. 
The four items in Barker and Muzzey (1932) were satisfactor�, 
so each received 6 points. 
Number and quality of maps. Before the maps in each 
textbook could be effectively analyzed and evaluated, it was 
necessary to determine the number and general nature of the 
maps which each contained. Therefore, the maps of various 
sizes were counted, the page space represented for each text­
book was calculated, and the proportion of the entire textbook 
represented by the space devoted to maps was computed. This 
last step was necessary because the number of maps of differ­
ent size was not in itself a satisfactory basis for compari­
son, since the size of the textbooks and their pages were not 
the same. 
Other factors which were taken into consideration in 
judging the maps included the ease with which they could be 
read and used, how appropriate they were to the material in 
the textbook, and the convenience of their location. 
The number of' maps contained in the textbooks varied 
from 22 in Fish to 81 in F'aulkner, with a mean of 52. The 
range in the proportion of the space in the entire textbook 
which was given over to maps was from 3.0 per cent in Adams 
to 6.3 in Muzzey (19:52). The mean in this case was o.9 per 
cent. That the textbooks at each extreme on the percentage 
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basis differ from those in terms of number of pages is ex­
plained by the fact that some textbooks included a greater 
percentage of large maps than did others. The full details 
are shown in Table XII. 
'The maps in three textbooks, Faullmer, Muzzey {1941), 
and Muzzey (1932) stood out above the others, so each of the 
three received the highest possible score of 20 points. 
Faulkner contained 81 maps representing 4.8 per cent of the 
space within the textbook, Muzzey {1941) had 62 maps which 
equaled 5. 5 per cent of the textbook, e.nd Muzzey { 1932) de­
voted 6.3 per cent of the textbook to 71 maps. Thus, each 
was well above each mean, and in addition each had maps easy 
to read and to use, appropriate, and well located. Each in­
cluded several colored maps. Each of Muzzey's textbooks con­
tained an unusual number of double page and full page maps. 
Carman was well above the average in number with 70 
maps, but fell down somewhat in size. Although Carman con­
tained a preponderance of one-half pa6e and one-fourth page 
maps, a redeeming factor lay in the fact that the pages were 
large. However, some maps were not as clear and easy to read 
as they might have been, so only 17 points were allowed. 
TABLB XII 
NUivffii!:R OF' MAPS IN EACH OF TWBLVE 
AMBtlICAN HISTORY TEXTBOOKS AND THE PROPORTION 
O:i? THE �NTI.ttE TEXTBOOK WHICH THEY rtl!;Pi-(BS.r.;NT 
Three- One- One- One-
Double 1''ull fourths half fourth eighth 
Textbook page page page page page page Total 
Canfield 2 19 1 8 3 2 35 
Carman . . 6 3 25 36 . . 70 
Faulkner . . 17 3 35 24 2 81 
Hamm 3 12 6 26 7 1 55 
Harlow 2 12 7 16 3 5 45 
Muzzey (1941) 7 21 11 18 3 2 62 
Wirth 2 10 4 11 15 • •  32
Adams . . 15 4 15 14 1 49
Barker • • 13 • •  20 10 2 45
Fish 7 5 1 7 2 . . 22
lViuzzey (1932) 6 25 . . 18 15 7 71
Wertenbaker • • 18 5 16 12 . . 51
Mean 4 14 4 18 12 3 52




















a given size were considered in detennining the mean in each 
case. 
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For a textbook of its small size, Wertenbaker was well 
equipped with maps in respect to both number and size. This 
book was just above the mean in number with 52 maps, and .4 
of a per cent above in the proportion of space represented. 
However, some maps did not seem quite a�propriate or well 
located, so 16 points were given. 
The maps in Hamm were clear and to the point, and 55 in 
number, but fell down in respect to the per cent of space 
involved. As compared with the other textbooks, Hamm rated 
15 points. Too few maps were found in Harlow, m.ich was a 
little below both means, but the maps were very good in 
other respects, so 15 points were allowed. 
Can
f
ield's maps were very satisfactory in quality, with 
more than half of the 35 being full page maps. However, they 
were too few in number, so only 13 points were given for the 
item involved in the score card. Since Wirth trailed Can­
field both in the number and the size of the maps, only 11 
points were allowed in this case. 
Neither Adams nor Barker were far below the mean in 
number of maps, but both fell down considerably in size. 
Furthermore, some of their maps were lacking in appropriate­
ness. Scores of 10 and 9 points respectively seemed to be 
all that these two deserved. Only 8 points were given to 
Fish. More than half of the 22 maps were colored, and oc­
cupied either full or double pages, but the number was too 
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low to meet the needs of the users. 
Effectiveness of the pictures and cartoons. The same 
procedure was used to discover the n umber and relative size 
of the pictures and cartoons in each textbook as was used for 
the maps. In order to determine the effectiveness and worth­
whileness of the pictures and cartoons, it was noted how well 
they fit in with the subject matter, how well they were ex­
plained, and how appropriate -were their captions. 
In all cases, the pictures and cartoons were found to 
fit in satisfactorily with the subject matter, and the cap­
tions ·were quite appropriate in every textbook. 'l'he policy 
concerning explanations varied. Full and excellent explana­
tions accompanied the pictures and cartoons in Faulkner, Hamm, 
and Barker. Brief explanations were found with a few pic­
torial illustrations in Carman, Wirth, Adams, and Fish, but 
each depended for the most part upon the captions alone. IJ.'he 
remainder relied en tirely upon the captions to explain the 
pictorial matter. 
Concerning the number of pictures and cartoons found in 
each textbook, and the proportion of the space in the entire 
book which these represent, Table XIII should be consulted. 
In n umber, the range was i'rom 7 in Wertenbaker to 285 in Can­
field, and in per cent of space, it lay between 0.9 in Werten­
baker to 12.2 in Canfield. The means were 172 and 8.1. 
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TABLE XIII 
NUMBER OF PICTURES AND CARTOON:::i IN EACH 
UF 1rvH�LV .c AM.l!.RICAN HISTOH.Y TEXTBOOKS AND THE 
P rtOPORTION OF THE h'NTIRE T.bXTBOOK Vl'.HICH 'l1lfu'Y REPRESENT 
Per 
Three- One- One- One- cent 
Full fourths half fourth eighth of 
Textbooks page pao-e 
0 
page page page Total space 
Canfield 27 7 117 60 74 285 12.2 
Carman 17 22 99 65 36 239 12.0 
Faulkner 8 5 83 71 18 185 8.1 
Hamm 8 2 73 25 • •  108 9.2 
Harlow 10 • • 115 47 18 190 9.2 
Muzzey (1941} 26 5 57 45 7 140 7.3 
Wirth 17 . . 76 112 42 247 10.4 
Adams 5 • • 85 96 31 217 7.8 
Barker 10 2 66 59 2 139 7.2 
Fish 2 2 77 102 22 205 8.0 
Muzzey (1932) 22 . . 20 29 34 105 5.4 
Wertenbaker 7 • • • • •• • • 7 .9 
Mean 13 6 79 65 26 172 8.1 
Note: Only the textbooks actually containing pictures 
and cartoons of a given size were considered in determining 
the mean in each case. 
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Based largely on the fact that they led the other text­
books in the number, and also the proportion, of pictures 
and cartoons, Canfield and Carman were given high _scores of 
15 points. Wirth was ahead of Carman in number, but lost a 
point because his pictorial illustrations were smaller in 
size and thus not quite so effective. Harlow also received 
14 points because his full explanations made up for the fact 
that he had fewer pictures and cartoons. 
The explanations in Hamm were very good, but the number 
dropped too far below the mean to rate more than 12 points. 
Faulkner received the same score, although at the mean in the 
per cent of space represented, because he rated well in 
other ways. 
Fish received 11 points, Barker 10 points, and Muzzey 
(1941) and Adams 9 each. These scores compare closely to 
the findings in number and size of pictures and cartoons as 
compared with the others, although some consideration was 
given to the explanations accompanying them. 
Muzzey (1932) was well below both means, so rates 6 
points. Only seven full page, colored pictures were con­
tained in Wertenbaker, so only 2 points were scored for this 
textbook. 
Utilization of graphs, charts, and tables. It is evi­
dent that the authors of American history textbooks do not 
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recognize that graphs, charts, and tables are as effective 
teaching and learning aids as other kinds of illustrative 
materials. The only textbooks to be above the mean of 17 for 
the number of graphs, charts, and tables, or that of 0.8 per 
cent for the proportion of space represented, were three newer 
ones, Carman, Paulkner, and Hamm. The full information has 
been placed in Table XIV. 
'l'he quality of the graphs, charts, and tables contained 
in Carman, Faulkner, and Hamm was satisfactory, so Carman, 
who used the most, received 20 points, the other two, 17 points. 
No fault could be found with the quality of' the graphs, 
tables, and charts in the other textbooks, so the number of 
points given to each was based on the number and proportion 
of these materials. Muzzey (1941), Ada.ms, and Muzzey (1932) 
were just under the mean for the number of graphs, tables, 
and charts, and about one-fourth of one per cent under the 
mean for the percentage of space involved, yet were so far 
short of the three leading textbooks that only 10 points 
seem justifiable. On the same basis Fish deserves 7 points, 
and Canfield, Harlow, Wirth, and Barker rate 6 points. 
Wertenbaker received no points since no such illustrative 
materials were utilized. 
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TABL.b: XIV 
NUMBER OF GRA.i:'HS, CHMTS, AND TABLES IN EACH OF' 
TWELVE AMErtICAN HISTOhY TEXTBOOKS A
N
D THE PROtOlTION 
OF THE -2:NTI.t{b; TEATBOOK WHICH THEY REP H.C.:SJLN'r 
Per 
Three- One- One- One- Cent 
l<'ull fourths half fourth eighth of 
Textbooks page page page page page Total space 
Canfield . . 1 4 . . . . 5 0.3 
Carman 1 7 18 16 • •  42 2.2 
Faulkner 4 2 13 13 • •  32 1.7 
Hamm 5 4 18 5 2 34 1.6 
Harlow . . 1 2 2 1 6 0.3 
:Muzzey (1941) 1 • •  3 6 4 14 0.5 
Wirth •• . . 4 1 . . 5 0.3 
Adams . . . . 4 9 3 16 0.5 
Barker • • 2 3 . . 1 6 0.4 
Fish . . . . . . 3 6 9 0.2 
1.uzzey (1932) 2 • • 1 4 8 15 0.6 
V,ertenbaker . . . . . . . . . . • •  . . .
Mean 3 3 7 6 4 17 0.8 
Note: Only the textbooks actually containing graphs, 
charts, and tables were considered in determining the mean 
in each case. 
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�valuation of references to collateral readings. In 
order to judge how satisfactory the references to collateral 
readings in each textbook meet the needs of the persons using 
it, five factors were brought under consideration. These 
factors were: (1) whether pages or chapters were cited, or 
only titles; (2) whether the references were well classified; 
(3) whether a good assortment was offered; (L.) whether the
references seemed adequate for high school pupils; and 
(5) whether many of them probably would be available in the
average high school library. 
It was found that Carman, Hamm, and Barker rated highly 
in all respects, so received the full 20 points for the item 
involved. 1rhere was a little question in the case of Faulk­
ner as to the availability of many of the references, so this 
textbook was given 19 points. 
Of the remaining textbooks, Harlow and Fish gave page 
citations in a satisfactory manner, but Wirth gave only the 
titles to ref er enc es. Muzzey ( 1932) and Wertenbaker gave 
only chapter references. Canfield and Adams were fairly sat­
isfactory in their citations. In respect to the classifica­
tion of references, Fish was weak, and Canfield and Harlow 
not as good as others. Canfield and Fish did not offer sat­
isfactory assortments, and that of Harlow was not as good as 
most. Regarding the adequacy of the references for high 
school pupils, F'ish fell down here. As to the availability 
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of the references in high school libraries, some doubt exists 
in all cases for many of the references. Fish is weakest in 
this respect. 'l'he scores allowed to these textbooks were as 
follows: Adams, 18 points; Vvertenbaker, 17 points; Muzzey 
(1941), 17 points; Harlow, 16 points; Muzzey (1932), 16 
points; Wirth, 15 points; Canfield, 14 points; and Fish, 11 
points. 
Questions on the text material. All textbooks under in­
vestigation included questions in one form or another on the 
text material. Some did not stress this type of study help 
as much as others, but most were satisfactory. Factors con­
sidered in judging the review and discussion questions in­
volved their inclusiveness, practicability, balance, and 
variety. 
There was little to choose between Hamm, Harlow, Muzzey 
(1941), Barker, and Muzzey (1932), all of whom presented an 
excellent set of questions on the text material which meas­
ured up to all standards. Each received the highest possible 
score of 20 points. Wertenbaker rated very nearly the same 
score, but lost a point because a few sets of questions 
lacked the balance of the other five. 
An unique feature of Canfield' s study helps was the list 
of guiding questions at the beginning of the chapter, with 
questions for class discussion inserted at the end. 11hese 
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were broad questions and few in number, but not quite so in­
clusive and balanced as some in other textbooks. Canfield 
seemed to be worth 18 points. 
A smaller number of questions on the text than is usual 
were found in Wirth. These questions were quite inclusive, 
but were not as easy to follow as seems desirable. There­
fore, Wirth was judged to be worth 17 points, one point less 
than Canfield. 
Most of the questions in Adams measured up well, but for 
some chapters they lacked balance and variety, so 16 points 
�ere given for this item. 
The questions in Fish were few, but quite inclusive. 
They fell down in balance and variety. A good set of review 
questions over each unit was a redeeming feature which helped 
to justify the 15 points allowed Fish. 
Neither Faulkner nor Carman emphasized very strongly 
questions on the text material. Faulkner included some within 
the exercises and activities at the end of each chapter and 
over each unit, and these were satisfactory enough to merit 
15 points. Those which Carman included in the problems and 
activities over each chapter apparently were not worth over 
10 points. 
The nature and value of suggested projects and activities. 
Most of the textbooks offered definite projects and activities 
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of one kind or another for the pupils. Some relied chiefly 
upon questions on the text material and references to collat­
eral reading as their study helps. Since there were other 
items in the score card involving references, questions, and 
terms to understand, the item involvin0 the appropriateness 
of suggested projects and activities was regarded as involv­
ing primarily other types of study helps. 1'he projects and 
activities were judged on their definiteness, variety, and 
directions given, and their practicability. 
1'he textbook whose projects and activities rated highest 
in comparison with the others was Wirth, so this textbook re­
ceived the full 25 points allotted for the item. Very close 
behind was Faulkner, but since there was a little less 
variety in some cases, one less point was allowed. 
Carman, Harlow, and Adams each received 23 points. Car­
man's projects and activities were very good in most ways, 
but fell off somewhat in variety. The only objection to 
Harlow's projects and activities lay in the fact that they 
were placed at the end of units rather than at t he end of 
chapters. Some teachers undoubtedly would prefer such an 
arrangement, but to many, such a distribution would not be 
most satisfactory. Adams was not as strong as some of the 
textbooks in the directions he gave. 
To Canfield and Barker were given 21 points. The farm­
er's projects and activities were not so well balanced as 
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some, and not always most practicable. Those of Barker were 
lacking chiefly in the matter of variety. 
11he projects and activities which Fish included at the 
end of each chapter were not so very satisfactory, but some 
good ones over whole units made up for much of this, so Fish 
was allowed 19 points. 
The remaining textbooks did not give much stress to 
study helps other than those covered by other items. Hamm 
worked many into his questions, so receives 17 points, while 
in both textbooks by 1'11uzzey, a good series of topics for re­
vorts were included, which entitles each to 15 points. 
v;ertenbaker had only a very little in the way of projects 
and activities worked into a few questions, so is entitled 
to no more than 5 points. 
Lists of terms difficult to understand. It is evident 
that authors of American history textbooks are not in agree­
ment about the importance of including among the stu dy helps 
lists of important terms which pupils may have difficulty in 
understanding. Some place considerable emphasis upon such 
lists of terms, while others largely ignore them. 
Hamm, Muzzey (1941), and Adams have excellent lists of 
terms for pupils to study at the end of each chapter, while 
li'a.ulkner and Harlow place very complete lists at the end of 
each unit. On the basis that the plan used by the first 
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three is just a little more convenient and effective, they 
are given 20 points, and Faulkner and Barlow each received 
one less. Wirth also included a list of terms among the 
study helps at the end of each chapter, but these lists were 
not quite as full, so 18 points were scored for this text­
book. 
The remaining textbooks had no such lists. Fish and 
Muzzey (1932) took care of the matter a little more satis­
factorily than did others through their questions on the 
text, so received 10 points each, while the other four text­
books were allowed only 8 points each. 
The study helps and individual differences. The study 
helps in an American history textbook a.re generally looked 
upon as important devices to aid in providi ng for individual 
dif ferences among pupils and classes. To do this adequately, 
the textbook should rate reasonably high in respect to the 
items involving the various types of study helps which were 
scored above. If the study helps are satisfactory for deal­
ing with individua.l differences, they must have variety, mu.st 
be definite and clear, must consider both weak and superior 
pupils, and must be suggestive and conducive to independent 
study. 
A careful examination and perusal of the study helps of 
each textbook revealed that Barlow probably meets the problem 
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of individual differences the best of any, closely followed 
by Wirth and Faulkner. The study helps of the last two do 
not seem quite so conducive to independent study, nor is 
Faulkner equally well adapted to the needs of weak pupils. 
Consequently, Harlow was given 20 points to 19 for Wir th and 
18 for lt'aulkner. 
Hamm received 17 and Adams 16 points. Neither were on 
a par with Barlow in respect to variety nor to meeting the 
needs of weak pupils. Adams was also a little less effective 
in other respects. 
A score of 15 points went to Canfield, Carman, and 
Barker. All were lacking somewhat in variety, especially the 
first two, none were too well equipped to provide for weak 
pupils, and none were as conducive to independent study as 
some of' the others. Barker was a bit too involved. 
Muzzey (1�41) and Fish were both definite and clear, 
but not as satisfactory as possible in other respects. Both 
were weakest in their failure to provide for weak students 
and to promote independent study. As compared with the 
other textbooks, Muzzey (1941) seemed to be worth about 14 
points and Fish 13 points. 
The other two textbooks were not particularly strong in 
any respect, but Muzzey (1932) was not far behind Muzzey 
(1941) and Fish, so received 12 points. No more than 9 
points were justifiable for Wertenbaker. 
Mechanical Features 
Durability and attractiveness of the binding. As we 
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turn to the analysis and evaluation of the mechanical features 
of the textbooks under consideration, we find that the first 
item involved in the score card concerns the durability and 
attractiveness of the binding. One has to depend on personal 
observation of the bindings in order to form a judgment. Al­
though one may be as objective as possible in reaching his 
decisions about the bindings, personal opinion is a strong 
factor, especially in judging the relative attractiveness. 
'1
1here was 11 t tle to choose between so f ar as the dura­
bility of the binding was concerned. All of the more recent 
books were well bound, and of the older books, Adams and 
Vvertenbaker were the on.1y ones about which there existed 
doubt. Nor did any of them seem to lack much in the attrac­
tiveness of the color and design. The qualities in the de­
sign of Faulkner and Hamm were most appe alin6, but Carman, 
Harlow, and Muzzey (1941) were almost their equal. Canfield 
and Wirth seemed a little too bright, although this is an 
instance where personal tastes might differ decidedly. 
Barker and Pish were a little too drab. Least attractive 
seemed to be Ada.ins, Muzzey, and Wertenbaker. The scores as­
signed to the textbooks for this item were as follows: to 
l"aulkner and Ham , 15 points; to Carman, Harlow, and Muzzey 
(1941), 14, points; to Canfield and Wirth, 1;5 points, to 
191 
Barker and Fish, 12 points; to Muzzey (1932), 11 points; and 
to Adams and Wertenbaker, 10 points. 
�uality of the paper within the textbook. The paper 
within each textbook was examined carefully, and the durabil­
ity and gloss of each compared with the others. IViost of the 
textbooks were quite satisfactory, so received the full 25 
points allowed for the item. However the pages in Faulkner 
and Harlow were a bit flimsy, so they received 23 and 21 
points respectively. Canfield and Barker were glossy enough 
to threaten eye-strain, so were given 23 and 21 points. On 
the other hand, }iiertenbaker was given 22 points because the 
paper was a little too dull. 
Nature and readabili'ti of the�- After closely 
scrutinizing the type used in each textbook, and noting how 
clearly each was printed, how well spaced, and the size of 
the ty pe, the books were divided into groups on the basis of 
the ease with which each could be read. The four vfu.ich 
rated best were Canfield, Hamm, Harlow, and Wirth. The 
print in Harlow was a little smaller than the others, but 
made up the deficiency through its clearness and spacing. 
'1
1
0 each of tbe se four, the highest possible score of 25 points 
was given. 
The spacing in Carman was a trifle too close for the 
highest score, so this textbook, and Muzzey (1941), whose 
type would read a bit easier if larger, were allowed 23 
points. 
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Three textbooks received 22 points. F'aulkner was one, 
since his type was a little small. Another was Adams, whose 
spacing was not the best. The other was Wertenbaker, whose 
type was not as clear as some. 
Due to size and spacing, Barker and Muzzey (1902) were 
cut down to 20 points; and for the same reasons, in greater 
degree, Fish received 17 points. 
Arrangement of material Qg the�- In order to deter­
mine whether the material was well arranged on the pages of 
the textbooks, each was carefully examined and compared with 
the others relative to the suitability of the margins, the 
distinctness of the topic headings, how well the to pic head­
ings aid in following the organization of the content, and 
how well the changes of type and spacing denote the relative 
importance of the material. 
None of the textbooks gave evidence of any very notice­
able deficiencies. Faulkner, Harlow, and especially Adams, 
ran their inside margins a little close to the edge of the 
page, but in no case did this condition seriously hinder 
reading. All used distinct topic headings, although one must 
become accustomed to those in Canfield before he realizes 
they are distinct. Several variations were found in the 
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organization of the topic headings. The most completely or­
ganized headings, which were carried to the third place, were 
those of Hamm and Barker. IV1ost of the others gave both sec­
tion and topic headings, but Muzzey ( 1941), Wirth, and Wer­
tenbaker had only topic headin6s. In no case did the changes 
of type and spacing fail to denote the relative importance 
of different parts of the material, although it was not as 
immediately evident in Canfield and Hamm as in others. 
The differences in the effectiveness of the arrangement 
of materials found in the several textbooks were too slight 
to justify marking any of them dovm. a great deal. Carman, 
Barker, .B'ish, and Muzzey (1941) were given the highest pos­
sible score of 20 points. Because of the minor differences 
in certain details mentioned above, Canfield and Adams re­
ceived 18 points and the other six textbooks were given 19 
points. 
Size of the textbook. Since no actual teaching situation 
is involved in the present study, it is impractical to attempt 
to determine to any great degree whether the textbooks are of 
satisfactory size in relation to the amount of time to be 
devoted to them. The best that can be done here is to make 
an estimate for the average situation. 
It is ordinarily not so much oi' a problem to use a text­
book with more material in it than is needed, as to try to 
use one with too little. A basis was found for comparing 
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the size of the textbooks by calculating the number of pages 
devoted by each to actual subject matter, and the average 
number of words found on a full page; after which the total 
number of words used by each textbook was computed. As 
shown in Table XV, the approximate number of words contained 
in each textbook varied from 176,240 in Wertenbaker to 
309,800 in Harlow, with a mean of 248,240 words. Five text­
books were above the mean, and four others near enough not to 
make much difference. These nine textbooks were given the 
highest possible score of 5 points. Carman with 204,784 
words, and Barker with 212,236 words, were rather far under 
the mean, so received 4 points, while Wertenbaker was allowed 
only o points. 
Proportionality of the whole book. The last item, which 
concerns whether the whole book is well proportioned and 
attractive, is another which calls for personal observation 
in which subjective opinion is certain to enter. In an­
alyzing and evaluating this feature, the overall appearance 
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As a result of the examination of the overall appearance 
of the interiors, it seemed that Canfield 1 s· contents were 
broken up by too many illustrations to give an impression of 
being well proportioned. On the other hand, those in Barker, 
Fish, Wertenbaker, and, to some extent, in Hamm, d id not seem 
to show up well enough. One received an impression that cer­
tain parts of these textbooks appeared monotonous. Viewed 
from the exterior, Ha.mm seemed too thick for the other dimen­
sions of the book, and Carman, Harlow, and Wirth were a little 
too long and wide. Consequently, the highest possible score 
of 10 points went to Faulkner, Iviuzzey (1941), Adams, and 
Muzzey (1932); a score of 8 points to Hamm; and 9 points to 
each of the'others. 
Results of the Analysis and Evaluation 
Summary of the scores received. The total number of 
points scored by each textbook reveals that each of the more 
recent textbooks is superior for use in senior high sch ool 
American history classes to any of the older ones, as was to 
be expected. Out of the possible score of 1,000 points, the 
range of' the scores for the newer textbooks was from 839 for 
Muzzey (1941), to 939  for Hamm, and that of the older ones 
lay between 538 for Wertenbaker and 780 for Adams. Faulkner 
with 935 points, and Harl.ow w1 th 923, were close behim Hamm • 
.Among the more recent textbooks, Carman, Canfield, Wirth, and 
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i{ru.zzey (1941) followed in •that order. For the exact scores 
for each item and group of items, and the total points re­
ceived by each textbook, Table II, near the beginning of this 
chapter, should be consulted. 
Turning to the five groups of items involved in the 
score ca.rd, one finds that the first group, which concerns 
matters of publication, reveals a wide difference between the 
totals for the more recent and the older textbooks, b ut this 
is explained by the fact that the item concerning the date 
of :publication was an important factor. b;xcept for Carman, 
which was not only published a year or two later than other 
recent ones, but also inadequately revised, no great differ­
ences in the scores of the newer books are evident. 
In respect to authorship, the more recent textbooks ran 
ahead of the older ones for the most part, although Barker 
with 101 points was even with Wirth. Hamm with 113 out of a 
possible 120 points ranked first for this group of items. 
The others were closely grouped together, the more recent 
ones between 100 and 109, the older ones between 83 an:i 88, 
with Muzzey (1932) lowest. 
F'or the group of items involving the nature and organi­
zation of the content, Hamm with 466 points out of 470 pos­
sible points, Harlow with 462, and F'aulkner with 458, proved 
to be highly superior. Carman and Canfield were not far 
behind, but Wirth and Muzzey (1941) dropped down to 400 and 
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391 respectively. Adams topped the older textbooks with 387 
points, and Wertenbaker was far behind all others with 210. 
Much the same proportion between the scores of the older 
and newer textbooks held for the teaching and learning aids. 
i',aulkner was high with 218 out of a possible 250 points, 
closely followed by Hamm, Carman, harlow, anu Wirth. However, 
Adams with 196 points was ahead of Canfield and Muzzey 
(1941), whose scores were 182 and 191 respectively. 1ierten­
baker again trailed with 132 points. 
For mechanical features, the range for the older text­
books was from 85 for Wertenbaker to 90 for Adams and for 
Muzzey (1932)� as compared to a variation for the newer ones 
between 93 for Canfield and for Harlow and 97 for Hamm. 
Interpretation of the total scores. On the basis of the 
number of points scored by each textbook for all of the forty 
items included in the score card as criteria for the analy­
sis, evaluation, and selection of senior hi6h school American 
history textbooks, it would appear the choice of a textbook 
lies between Hamm, Faulkner, -and Harlow, who scored 939, 935, 
and 923 points respectively. However, one must bear in mind 
that no actual teaching situa,tion was involved in the evalu­
ation, so the total scores are not so meanin0ful as they 
would otherwise be. Further, it must be remembered that the 
needs and purposes of teachers in various teaching situations 
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may be very different, and that the textbook which serves 
best in one situation might not be so satisfactory in another. 
While certain general conclusions can be drawn about the 
several textbooks as a result of the analysis and evaluations 
ce.rried out in this study, the limiting factors involved 
should not be overlooked in interpreting the significance of 
the final ratings as indicated by the score card. 
General trends indicated £Y:_ the study. No significant 
trends in American history textbooks were evident so far as 
the items concerning matters of publication and authorship 
were concerned, but a comparison of the results of the analy­
sis and evaluation of other aspects of the more recent and 
older textbooks indicated some important tendencies. 
The analysis of the nature and organization of the sub­
ject matter of the several American history textbooks indi­
cated a tendency for most of the recent ones to place more 
emphasis on social, cultural, and economic affairs in propor­
tion to the attention given to military and political matters. 
�urthermore, they tend to emphasize more the period since 
the Civil War and the more recent affairs. A noticeable im­
provement in the accuracy and reliability of the data pre­
sented in the later textbooks was observed, as was a general 
improvement in the organization of material which is more 
conducive to effective teaching. 
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Study of the teaching and learning aids indicated that 
the more recent textbooks tend to provide better prefaces 
than the older ones, but very few make use of formal intro­
ductions, preferring to utilize unit previews or the equiva­
lent instead. The number and quality of all types of illus­
trative materials are improving in more recent textbooks, with 
some of them beginning to put more emphasis on graphs, tables, 
and charts, although the latter type of illustrati on is used 
much less than other kinds. There is also a tendency for 
many of the newer textbooks to offer a wider variety of study 
helps which are more helpful in providing for individual 
differences. 
On the whole, all of the textbooks rate very highly in 
their mechanical features. However, more recent American 
history textbooks tend to be more attre.cti ve in appearance, 
and to be printed to read more easily. 
CBAFT.2h V 
SUM!ViARY AND CONCLUSIONS 
The major objectives of this study as indicated in 
Chapter I were as follows: (1) to determine what criteria 
should be utilized for the analysis, evaluation, and selec­
tion of American history textbooks for use in the senior high 
school classroom; (2) to devise a score card employing these 
criteria which can be applied to any given American history 
textbook to discover how that particular textbook rates in 
comparison with other American history textbooks considered; 
(3) to utilize the criteria decided upon as significant for
the purpose, and the score card based upon them, to analyze 
and evaluate twelve American history textbooks; and (4) to 
note any recent developments and improvements in American 
history textbooks. 
Since certain doubts have been raised in some quarters 
as to the value and place of the textbook in American educa­
tion, it was felt desirable in Chapter II to show that the 
textbook holds, and will continue to hold, real significance 
in the teaching of American history. Furthermore, it seemed 
advisable to point out the problems and practices concerned 
with the selection of textbooks at the present time, and to 
offer evidence that a real need exists for improving the 
methods of selecting American history textbooks. Many sources 
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were cited to support these viewpoints. 
Much work has already been done in the field of textbook 
analysis ., evaluation ., and selection, although very little of 
the literature in the field relates directly to the field of 
American history. Nevertheless, much of the literature cover­
ing the general field of the textbook has been of considerable 
value in the present study. Therefore, a large section of 
Chapter II was devoted to a survey of the related literatur� 
with specific and detailed references being made to many 
helpful sources. 
The problem of determining what criteria are significant 
for the analysis, evaluation, and selection of American his­
tory textbooks ., and how to apply most effectively the criteria 
decided upon, was considered in Chapter III. Many books, 
unpublished Master's theses
., courses of study in the social 
studies, and other sources were consulted in this connection. 
'11he criteria which were found significant for judging 
and evaluating American history textbooks fell into five gen­
eral groups. 'rhese involved items concerning: ( 1) publica­
tion, (2) authorship ., (3) nature and organization of content, 
(4) teaching and learning aids, and (5) mechanical features.
A total of forty items were settled upon as important enougi 
to include in the list of criteria. 
Since the list of criteria set up was insufficient in 
itself for the most effective selection of .American history 
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textbooks, it was necessary to devise a systematic and rela­
tively objective method of applying the criteria. It was 
shown that score cards offer the most satisfactory procedure 
for this purpose. 
The relative value of the different criteria varied con­
siderably. Therefore, it was necessary to determine the nu­
merical weight to assign to each item in the score card to 
be devised. After considerable experimentation, it was de­
cided that it was most convenient to allow 1,000 points as 
the highest possible score for the total of the forty items. 
These were divided among the five general groups of items as 
follows: (1) publication, 60 points; (2) authorship, 120 
points; (3) nature and organization of content, 470 points; 
{4) teaching and learning aids, 250 points; and (5) mechani­
cal features of the textbooks, 100 points. 
Twelve American history textbooks were chosen for analy­
sis and evaluation through the use of the score card which 
was set up. A careful analysis of the textbooks was made in 
Chapter IV, and each was evaluated and scored on the basis 
of the manner in which it compared with the other textbooks 
in the light of' the criteria in the score card. 
In order to note any significant developments and improve­
ments in the more recent American history textbooks, five 
textbooks published between 1932 and 1935 were included among 
the twelve chosen for analysis and evaluation. As a result, 
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it was possible to compare the more recent textbooks, pub­
lished or brought up to date between 1940 and 1942, with the 
older ones, for the purpose of observing any evidence of 
changes and improvements in the newer ones. 
The significant conclusions which were arrived at as a 
result of this study may be summarized in the following 
statements: 
1. The textbook remains, and for many yearsto come
probably will continue to remain, a most important
factor in the teaching of American history in the
senior high school.
2. There is a definite need for improved methods of
selecting American history textbooks for use in
the senior high school.
3. The use of a score card offers a method for the
analysis, evaluation, and selection of textbooks
which is more systematic, objective, and effective
than other methods.
4. Subjective opinion cannot be entirely eliminated
through use of a score card� nor is it necessarily
desirable to do so as long as a relatively high
degree of objectivity is maintained.
5. 'l'he weights applied to the various i terns in the
present score card should not be rigidly followed
by all teachers for the analysis, evaluation, and
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selection of .American history textbooks, but rather, 
should be regarded chiefly as suggestions, since the 
needs and purposes of teachers vary considerably 
with different teaching situations and require that 
more or less weight be given to certain items. 
6. Some teachers will find it advisable to add certain
items to the list found in the present score card,
and to omit others, in accordance with their par­
ticular needs and purposes.
7. To obtain the best results from the use of score
cards, several persons should analyze, evaluate,
and score the textbooks, and the final selection
should be based upon the findings of all who have
scored the textbooks.
8. Of the twelve .American history textbooks analyzed
and evaluated in this study, Earmn, Faulkner, and
Harlow appear to be the ones which would most likely
meet the needs and purposes of the average teacher,
with several others following closely.
9. Relative to matters of publication and authorship,
nearly all of the more recent textbooks rate very
high.
10. The most preferable examples of the allotment of
space to subject matter content are found in Faulkner,
Hamm, and Harlow, with Canfield and Carman also
ratin.g high. 
11. In respect to the organization of materials,
slight superiorities are evident in Canfield,
Carman, Hamm, and Harlow, with Faulkner rating
nearly as high.
12. The best teaching and learning aids are those of
Faulkner and Hamm, followed closely by Carman,
Harlow, and Wirth.
13. Any one of the more recent textbooks is highly
satisfactory in respect to mechanical features.
14. As compared with textbooks published five to ten
years ago, more recent textbooks show definite
signs of improvement.
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15. There is a tendency for the more recent American
history textbooks to place more emphasis on social,
cultural, and economic affairs in proportion to the
amount of attention given to military and political
matters.
16. More recent textbooks tend to emphasize to a greater
degree the problems and affairs of the period since
the Civil War and of the twentieth century.
17. On the whole, the textbooks are in general agree­
ment concerning the nature of the content to be
included, but differ somewhat in their treatment and
emphasis of certain topics and phases of the subject
matter.
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18. A noticeable improvement in the accuracy and relia­
bility of the data presented in the newer textbooks
is evident.
19. Improvements which were conducive to more effective
teaching were noted in the organization of the
materials in the more recent textbooks, with
emphasis being placed on better organization of
the subject matter into large and comprehensive units.
20. More recent textbooks tend to provide better pref­
aces than older textbooks, but to make less use of
formal introductions, most of them preferring in­
stead to rely largely upon previews or their equiv­
alent at the beginning of each unit.
21. The number and quality of all types of illustrative
materials are improving in more recent textbooks,
with some of them beginning to place added emphasis
upon graphs, tables, and charts, although this type
of illustrative matter is not utilized nearly as
much as other kinds.
22. There is a tendency for newer .American history
textbooks to offer a wider variety of study helps,
which are more helpful in providing f' or individual
differences.
23. On the whole, the mechanical features of American
history textbooks are excellent, but the more
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recent ones give more thought to the attractiveness 
of their covers and designs, and to the use of 
print which is most easy to read. 
24. More recent textbooks tend to be larger in size and
to include more materials than older ones.
In conclusion, it seems advisable to stress again the 
significance of setting up criteria to use in the analysis 
and evaluation of American history textbooks, and the value 
of utilizing a score card such as that devised in this study 
in selecting the textbooks to be used in senior high school 
classrooms. In the process of applying such a score card to 
a number of American history textbooks, one finds that he 
acquires a greater insight and appreciation of the thought 
and effort which go into the composition of these textbooks, 
and that he is made aware of many important elements in them 
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